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Preface 


In American education, the twentieth century may be known to history as 
the "Century of the Community Junior College." A distinctly American 
phenomenon, the two-year colleges have multiplied rapidly since the first 
extant public junior college was established at Joliet, Illinois, in 1901. By 
1969, nearly one thousand public and private two-year colleges of all 
types employed an estimated eighty thousand teachers and served close 
to two million students. And it was expected that the community junior 
colleges would soon outnumber senior colleges and universities, which in 
1963 totaled approximately sixteen hundred institutions. With its rcla- 
lively fast rate of growth in enrollments and curricula, the two-year col- 
lege is a popular segment of higher education, a unique school hopefully 
taking its place as nn equal partner in higher learning in the United States. 

As the new institution continues to grow and mature, new problems 
and needs continue to emerge. Many of these needs anti problems directly 
involve the universities, particulirly those which train potential junior 
college teachers. Recognizing the needs, many universities and four-year 
colleges have installed junior college courses and programs. In the last 
few years these programs have Increased rapidly in numbers. 

Tor those training programs there has lieen no guide or textbook di- 
rected expressly to the new junior college teacher in training. From the 
beginning, these trainees have had to learn alxnit junior college teaching 
from books on “college teaching." the Implication seeming to !>c that all 
college teaching is the same or nearly the same, regardless of the particular 



What are the requirements and opportunities for me? 

Once I’m on the job, what general and special roles must I play? 

How must I teach? 

What land of supervision will I receive? 

What about work conditions, salaries, and the like? 

What kind of future security and self-fulfillment can 1 expect? 

In essence, these people felt some anxiety and ignorance about the 
mundane and more practical side of junior college teaching, even after 
some of them had spent one or two years on the job. They wanted— and 
felt some need for— a guide clearly directed toward themselves as teachers. 
What they really wanted was adequate preparation. The need, we feel, is 
particularly defined in the following quotation from Blocker, Plummer, 
and Richardson. 

One area in which responsibility must be exercised involves 
the adequate preparation of teachers. In the past, teaching per- 
sonnel have been trained specifically for the elementary or sec- 
ondary schools, and on the Ph.D. level for research and teaching 
in the four-year institutions. If community colleges are to assume 
the broad responsibilities ... it is apparent that there must be 
certain adaptations in the pre-service and in-service training of 
teachers for this particular segment of higher education. Instruc- 
tors in two-year colleges are neither university professors nor sec- 
ondary school teachers. They require a preparation that is 
broader than that ordinarily found among university personnel 
yet deeper than that necessary for secondary school teachers. 

Both kinds of preparation should be included in upper and grad- 
uate divisions for individuals planning to teach in two-year col- 
leges. Ideally, instructors should approach their first two-year col- 
lege teaching assignment with proficiency in two closely related 
fields. In addition, they ought to have a real understanding of the 
functions of the community college (29: 285). 

The book’s organization follows a divisional pattern that takes the reader 
on a chronological road corresponding to his growth and development as 
a teacher: I. The Setting, II. The Assignment, III. The Assessment. 

Part I; The Setting endeavors to acquaint the novice with the devel- 
opment and scope of the institution and its environment. By thoroughly 
understanding the two-year college, its teacher benefits and requirements, 
its opportunities and instructional areas, the reader may more wisely pre- 
pare himself for employment Four chapters give him orientation in (l) 
Junior College Development in the United States, (2) Benefits for Junior 
College Teachers, (3) Employment Requirements and Techniques, (4) 
Selected Instructional Areas. 
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Part Hr The Assignment contains four chapters. After the novice be- 
comes familiar with the junior college environment and how he might pre- 
pare to secure a teaching position, he must gain an understanding of (5) 
Academic Duties and Functions, (8) Professional Duties and Functions, 
(7) the Art of Junior College Instruction: Philosophy, and (8) the Art of 
Junior College Instruction: Application. These chapters represent his basic 
assignment in the institution. 

Part III: The Assessment contains the remaining two chapters. To be 
a well adjusted teacher, to grow and prosper as a professional person, the 
junior college teacher must assess and be assessed. It is helpful guidance 
for him to know (9) Faculty Attitudes and Opinions, and (10) Issues, 
Problems, and Solutions. 

Added to the book are three appendixes. Appendix A includes the 
state exhibits, Appendix B the college-faculty survey information, and 
Appendix C some questions and projects for study and discussion. Al- 
though the professor may use the last in his class, it is added chiefly to aid 
those who peruse the book on their own. An extensive Bibliography re- 
veals the basic research of the authors, provides the reference for foot- 
notes, and lists selections for further reading. 

We could never have presented this material without the coopera- 
tion of many. Foremost was the publisher, who was willing to present a 
book designed to meet future as well as present needs. James Boers, col- 
lege editor of Applcton-Century-Crofts, provided outstanding editorial 
assistance. We arc also indebted to the many state respondents who pro- 
vided information for our national state survey, to the faculty members 
who contributed to our college-faculty survey, and to the community col- 
leges where wc worked and gained valuable practical experience: Bakers- 
field, Barstow, Compton, and Citrus. 

Several other distinguished persons supplied information, materials, 
letters, and encouragement for the project. Highly respected in their fields, 
these include Raymond E. Schultz of Florida State University; Lewis B. 
Mayhew of Stanford University; Walter E. Sindlinger of Teachers College 
of Columbia University; Aubrey L. Berry, Executive Secretary, ASCUS, of 
the University of California at Berkeley; Richard F. Saunders, Associate 
Executive Secretary, Association for Higher Education; Joel L. Burdin, As- 
sociate Secretary, The American Association of Colleges for Teacher Edu- 
cation; Glen Robinson, Director, Research Division of the National Educa- 
tion Association; B. Lamar Johnson, University of California at Los An- 
geles; Robert W. Miner, Executive Director, National Faculty Association 
of Community and Junior Colleges, John E. Jlouecbe, Associate Director 
and Junior College Specialist, Clearing House for Junior College Informa- 
tion, University of California at Los Angeles; C. C. Colvcrt, Professor and 
Consultant in Junior College Education, University of Texas; Maurice L. 
Litton, Florida State University; and Raymond J. Young, professor and 
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junior college consultant. University of Michigan. Finally, Professors 
Roger R. Kelsey and Roger H. Garrison gave excellent guidance to us at 
various stages of the manuscript’s development; but we, of course, are 
solely responsible for its final form and content. 


Win Kelley 
Leslie Wilbur 
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Chapter 1 


Junior College Development 
in the United States 


Many new junior college instructors know relatively little about the origins 
and functions of the two-year community college. Most come directly 
from high school teaching; a few come from business or industry; many 
arrive from senior institutions where they were teachers or graduate stu- 
dents (355:40). Consequently, a new instructor is likely to perceive the 
junior college as an extension of his most recent occupation or institution, 
a glorified high school, or a pale university. The junior college is neither a 
high school nor a university. It is unique, one of the few American inven- 
tions in education insofar as institutional types are concerned. It is because 
of the growing special needs of new junior college teachers and junior col- 
lege teachers-in-training that this book was written; the text is directed to 
them. 

We include the words “United States” in the chapter title because re- 
cently there has been some extensive development of two-year colleges in 
other parts of the world; this movement was certainly influenced and stim- 
ulated by the American counterpart. Japans junior college movement is 
a prime example of this American influence (387 ). 

To understand the sources of unique qualities found in U.S. two-year 
colleges, you need to be aware of their various definitions, their origins 
and growth, their purposes and functions, their relationships to other 
levels, their conditions for establishment, their structures and governance, 
and their means of accreditation and evaluation. Understanding these ele- 
ments can help you grasp the important roles played by a junior college 
instructor. 

3 
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Definitions 

During the past several decades we have seen a series of definitions of the 
junior college. The frequency of definitions has increased as a growing 
number of states have had to define the institution in the process of de- 
signing enabling legislation for public systems. Although there are many 
minor variations, several essential patterns emerge as typical. These pat- 
terns provide a working definition which will help clarify subsequent 
chapters. 

One can approach the definition from various points of view: by title 
of the institution, by number of years offered, by programs, by control 
and/or finance, and by other special means. In the area of titles, we hear 
of the junior college, college, community college, teachers college, exten- 
sion center (including division or branch), seminary, and technical insti- 
tute. In the area of control and/or finance, there are the private (church- 
related, independent, including proprietary and YMCA), and the public 
(local, district, county, branch, and state). In the area of years offered, wc 
observe junior colleges with one-, two-, three-, and four-year programs. 
Three- and four-year junior colleges are usually those with one or two 
years of high school organised with two years of collegiate work. In terms 
of programs, junior colleges are identified as comprehensive or community 
(those offering a general variety) and as special institutions using terms 
like business, technical , agricultural { those offering only special programs 
in these areas). Even the most reliable sources of information on definition 
may differ in classifying these schools, i.e., one source lists the types as pri- 
vate, technical institute, branches or extension centers, and public compre- 
hensive community colleges (29.32-44), while another refers to general 
types-church-relatcd, independent, and public— relating to control and 
finance (137:4). 

Several state definitions of public junior colleges may help to delineate 
elements common to the rapidly growing public junior colleges. Texas, for 
instance, says the following: 

A public junior college is an institution of higher learning, controlled 
by a local board of trustees or regents and operated under statutory 
provisions. Two years of work in one or more standard collegiate 
academic curriculum is offered, but one or more years of instruction 
may be offered which is terminal in nature. A public junior college 
may confer the associate degree, but it does not grant the bacca- 
laureate degree (19:1). 

Kansas defines its junior colleges as two-year institutions, publicly or pri- 
vately controlled, offering college and university parallel curricula equal to 
one-half the graduation requirements for a bachelor degree; offering cur- 
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ricula of vocational and terminal education integrated with general educa- 
tion; offering vocational, cultural, or recreational courses either as credit or 
non-credit programs; and as providing for the needs of out-of-state youth 
as well as community youth and adults who can profit by such offerings 
(363:137-148). 

Oregon provides a broad definition which is noteworthy for its "open 
door” philosophy: 

Public community colleges are designated by a variety of names, in- 
cluding junior college, community college, technical institute, exten- 
sion center, and area vocational school. The public two-year college is 
an institution of post high school education, publically supported and 
controlled and usually offering a lower division collegiate course of 
study, which has been, in the past, the major function of the junior 
college . . . (349:1). 

The Oregon definition continues with the description of the “community” 
college, a multipurpose institution offering all types of programs for all 
types of people and dedicated to the principle of lifelong education. The 
evolution of these types is discussed in the next section. 

For our purpose, the typical junior college emerges through definition 
as a two-year collegiate institution conferring no higher than the associate 
degree, offering lower division transfer programs and/or terminal-voca- 
tional programs of varying length. Because the community junior college 
is growing quite rapidly in number and size, we will emphasize this type 
and use “CJC" as a convenient reference; at the same time wc must recog- 
nize the historical and regional importance of the other types. Primarily, 
we wish to discuss teachers and teaching in relationship to all types of 
two-year colleges, but it is difficult to find the proper title to embrace all 
of these. It seems likely that a definition for this decade and the next must 
include more characteristics than preparing a student for upper division 
college or university work. The “new” junior colleges are showing them- 
selves to be multipurpose, “open door” guidance-oriented, geographically 
convenient, and relatively inexpensive (193:2-4). 

Historical Development 

The unifying forces contributing to the present status of the CJC are nu- 
merous and varied. At least four forces seem to stand out. The first of these 
was the establishment of the idea itself, proposed by a succession of deans 
and university presidents: the second force was the economic wherewithal 
for CJC development in a country that was rapidly becoming the wealth- 
iest in world history. The third force was the practical feasibility of insti- 
tuting the idea, the ease with which the junior college machinery could be 
set in motion. The fourth force was the general publics acceptance of 
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the idea of providing an easy access to higher education for all who could 
desire it and profit by it The idea, the wealth, the practicability, and the 
democratic dream— these were major forces which interacted to produce 
the phenomenon of the American two-year college. While the divisions of 
this phenomenon vary with the writers on the subject, at least four stages 
can be dearly identified. 

The Initial Two-Year Private College Period ( 1835?-1900 ) 

The private junior college was the first type to be founded in the United 
States. The word initial is used in our heading because the greatest thrust 
of growth, as in the case of all other types, came after 1900. Although the 
earliest date for the first private junior college is open to some question, 
one investigator reported the first was Monticello College in 1835, and the 
second was the Missionary Institute of the Evangelical Lutheran Church, 
later to become Susquehanna University, in Selingsgrove, Pennsylvania, 
in 1858 (321:13-15). Another writer indicated Lasell Junior College in 
Auburndale, Massachusetts, as offering two years of college instruction as 
early as 1852 (34:2). Although it did not start junior college instruction 
until 1940, Leicester Junior College in Massachusetts could possibly be the 
oldest continuing educational institution which evolved into a junior col- 
lege, the school having been founded in 1784 as an academy (137:240). In 
our national survey, reported in Appendix A, we asked about the oldest 
junior college in each state. The oldest "reported” college was Packer Col- 
legiate Institute of Brooklyn, New York. The institution was established in 
1845 as the Brooklyn Female Academy. The building burned in 1852, and 
a new building was contributed by Mis. Harriet L. Packer in 1853, the 
date mentioned as the beginning of the two-year college program. The 
school was named after its benefactor in 1854 when the New York State 
Regents approved the junior college. Today the school remains for women 
only; it offers a liberal arts education and a major in secretarial science. 

Without the most painstaking kind of research, it is rather difficult to 
name the nation’s "first" private junior college or even the oldest continu- 
ing institution, chieHy because of the many variables involved in identifi- 
cation, in loss of records, and in inaccurate reporting of facts. In his 
detailed report of the founding of American colleges and universities, 
Tewksbury, writing about the one hundred eighty-two permanent sen- 
ior institutions established before the Civil War, said that "dead* col- 
leges numbered about four times those which bad been kept “alive." 
Among, the many factors, ressjonsible for dm death. o£ oiUeg/is. were, finan- 
cial disaster, denominational competition, unfavorable location, natural 
catastrophes, and internal dissensions (360:24-27). Who can say for sure 
how many and which two-year colleges also opened and closed their doors 
permanently before 1900? Suffice it to say that of the fifty or more private 
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junior colleges organized in the eighteenth century, only eight such col- 
leges remained in operation by 1900 ( 138:41 ). 

These first colleges were established as extensions or replacements of 
private academies offering secondary and sometimes elementary instruc- 
tion. Generally church-related, the academies saw the two-year college 
idea as a relatively easy way of broadening their curricula and extending 
them upward, to keep their students for a longer period of religious in- 
struction, to provide additional financial support through more tuition and 
aid, to extend the prestige and fame of the college through offering courses 
in higher education, to become affiliated with higher education goals and 
purposes, and to become eventually a four-year college by way of the two- 
year college step instead of the giant leap from secondary to a full-blown 
liberal arts college. Private control and fiscal independence probably 
helped these schools develop earlier and more quickly than their public 
counterparts. Generally small in size and limited in their programs and 
objectives, these first colleges helped to foster the idea of the public junior 
college. Other contributions were the use of small classes, individualized 
guidance programs, intimate dormitory living with stress on social educa- 
tion, homogeneous curricular offerings, and close student-faculty relation- 
ships (359 ) . Most of these early junior colleges were founded in New Eng- 
land and other eastern states. 

Although no particular educational leader seems to stand out in the 
development of the first private junior colleges, at least on a national scale, 
several university leaders were busy during this period in relationship to 
the general idea of the two-year college. Their idea was not so much to 
extend academies into junior colleges as it was to discontinue the first two 
college years at their respective universities. The University of Michigan 
and the University of Georgia made serious proposals in the 1850’s. The 
chief reason for these proposals was the belief that universities should not 
engage in secondary work and that the first two years of college were 
chiefly secondary in nature (42:348). 

The idea that stimulated university proposals in Georgia, Michigan, 
and other states grew from a comparison of the American system with the 
European system of education, particularly in Germany. “The theory of 
such a partition was based on a comparison of the American college with 
the German gymnasium of the time. Men in a position to know’, like Tap- 
pan at Michigan, Folwell at Minnesota, and White at Cornell, regarded a 
ihs- nsswl- ztasw Ac the ai/Mtfeen ifc ceBSwy .American tcSJege 
as about on a par with the German secondary school” (42:248). It was 
natural for these and other educational leaders to make this comparison, 
because many of them had been educated in Germany and other great 
European universities and felt that high school graduates were inade- 
quately prepared to meet the rigorous demands of college study (29:24). 
Supported by university presidents and deans presiding during the latter 
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half of the nineteenth century— including such others as James of Illinois, 
Jesse of Missouri, and Lange of California— the idea persisted that univer- 
sities should be primarily upper division and graduate education, and 
lower division should be Tclcgated to the junior college and secondary 
educational facilities. 

Notable is the fact that none of these leaders was able to eliminate the 
“secondary" years from his institution. The University of Georgia started 
its plan, but was forced to discontinue it with the coming of the Civil War 
(79.26-63). Illinois, Michigan, and Stanford talked about dropping the 
first two years of college altogether. “Both the latter two institutions, how- 
ever, found the suggestion impractical, Michigan because secondary 
schools, although improving, were still not advanced enough in ihc 1880’s 
to send up students prepared to enter junior year and Stanford because it 
feared the financial consequences of losing students’ fees for the first two 
undergraduate years" (42:248). Many years later, in 1935, the College of 
the Pacific at Stockton, California, virtually eliminated its lower two years 
and endeavored to rely upon Stockton Junior College and other “feeder" 
institutions to provide for the first two college years. A more recent devel- 
opment came in Florida, where in 1967, Florida Atlantic University at 
Boca Raton was operating as a two-year senior college and where a sec- 
ond upper-division institution, the University of West Florida, opened its 
doors for the first time. The Florida plan is to make all new universities, 
as approved by the board of regents, upper-division universities (53:24). 
Before 1900, however, the idea of the four-year liberal arts college seemed 
to be too firmly planted to be split into two separately operating divisions. 

The Initial Two-Year Public College Period ( 1901-1920) 

The groundwork for the beginning of the two-year public college in the 
United States was, of course, laid by the results of the private junior col- 
leges and the actions taken by the various educational leaders before 1900. 
The greatest push toward the eventual public junior college probably 
came from 1888 to 1900. In 1888, at a meeting of the National Educational 
Association, President Charles Eliot of Harvard addressed the group on a 
lively controversy relating to economizing time in education (42:245). He 
bemoaned the steadily advancing age at which freshmen were entering 
Harvard Nineteen, he felt, was too late an age, for the person could be 
twenty-six before finishing graduate school and starting to support himself. 
The controversy considered the problem as to where the saving of time 
could be made. Some thought two years could be saved in the elementary 
grades, others suggested cutting the secondary school by two years, and 
still others saw the problem being solved by making adjustments in the 
college course itself. 

William Rainey Harper, president of the University of Chicago at that 
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time, offered a bold solution. Harpers proposal was a radical one. It still 
is today, in fact. He suggested that the period of secondary education in- 
clude the last year of elementary school and the first two years of college. 
This plan would have converted the common eight-four system (eight 
years of elementary and four years of high school) to a seven-seven sys- 
tem. Harpers plan, studied by a committee in 1903, suggested that the 
average student should be allowed to accomplish the seven-year high 
school in six years and the brilliant student in five years (45:22-25). Thus 
the brilliant students could enter college as early as sixteen years of age. 
He did not suggest that the four-year college be reduced to two, but tbat 
students should be permitted to enter college with advanced standing as 
juniors. Although President Eliot had advocated the reduction of the four 
year course to three. Harper felt that those who wanted a full four-year 
course should be allowed that privilege. Harper wanted to draw the lines 
between collegiate and university grades between the second and third 
years of the current four-year college course. Showing faith in his philoso- 
phy, Harper, in 1892, separated the University of Chicago into the "Aca- 
demic College” and the “University College.” These terms were, perhaps, 
the first to be applied to actual institutions (42:248). 

Because Harper regarded the first two years of college as essentially 
secondary education in nature, he urged high schools to expand their pro- 
grams to include the junior college years in their offerings. He contributed 
greatly toward this goal by influencing the founding of several public jun- 
ior colleges, particularly Lewis Institute in Chicago in 1896 and Bradley 
Polytechnic Institute in Peoria in 1897 (361:47). He was instrumental in 
1901 in the establishment of Joliet Junior College, the Erst of the public 
junior colleges still in operation. The Joliet Board of Education at first re- 
garded the addition of college courses as an extension of the high school 
rather than an invasion into the college field. Before long, however, they 
recognized the extension for what it was— a junior college. 

The upward extension developed rapidly in relation to independ- 
ent junior colleges. After the turn of the century, in addition to Illinois, 
Michigan and Indiana had developments. An effort at Goshen, Indiana, 
failed, but Detroit Junior College functioned steadily until it became 
Wayne State University. California established its first junior college in 
Fresno in 1910, followed by Missouri and Minnesota in 1915, Kansas and 
Oklahoma in 1919, Arizona and Iowa in 1920, and Texas in 1921. "These 
early colleges were true extensions of secondary education: they were 
housed in high school buildings, had closely articulated curricula, and 
shared faculty and administrative staffs. They encountered difficulties dur- 
ing their early years because, as a deviation from the trend toward the 
four-year high school, they were not recognized as an essential part of 
secondary education" (29:25). 

Legislation for the establishment of public two-year colleges started 
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in the 1907 and 1917 California laws and in the 1917 law of Kansas, most 
of the remaining states enacting legislation after 1920. By this date private 
junior colleges had multiplied more rapidly than the public segments; 
there were some 8,000 students enrolled in 52 American junior colleges 
(42:251). These schools were located in 23 states (237). A marked in- 
crease was seen for the 1921-22 year, when there were 207 junior colleges, 
70 public and 137 private. At this time total enrollment doubled to ap- 
proximately 16,000, the public segments surpassing the private segments 
for the first time, 52 percent to 48 percent. Public junior colleges did not 
outnumber private types until the late 1940’s (138). The highest number 
for the private segments was 323 in 1947, public segments reaching 327 by 
1952. 

University extension centers or two-year branches are reported to have 
been established just prior to the twentieth century; there were 13 univer- 
sities with centers by 1920, 19 in 1930, 25 in 1940, and 38 in 1950. (262:15) 
In 1960 there were 73 members of the National University Extension As- 
sociation (295). These centers and branches developed from a growing 
need for expanding college and university programs and facilities for vari- 
ous population centers away from main campuses. Many of the earlier 
centers added upper-division and even graduate instruction on the exten- 
sion basis. 

Institutes, including such types as technical and military, also began 
their rise before 1920, one example being the New Mexico Military Insti- 
tute, founded in 1915. At least 144 technical institutes had been developed 
by 1958 ( 166.4 ). Their development as special vocational-technical schools 
was in contrast to most other types of junior colleges, which concentrated 
in the beginning on liberal arts and transfer function. Various federal 
grants in the area of vocational-technical education fostered the growth 
of institutes as well as specialized programs in the other more general 
colleges. 

Also fostering growth during this period was the starting of an asso- 
ciate in arts degree for junior college graduates who had completed cer- 
tain required courses and programs. It was in conjunction with Us junior 
college program at the University of Chicago in 1900 that this degree 
came into being. The degree title stabilized slowly, however, Campbell 
finding 49 different titles as late as 1934 (48). The degree is now accepted 
generally across the nation. 

The year 1920 could be considered the capstone of the second stage in 
junior college evolution because the American Association of Junior 
Colleges was formed In that year (71). During the summer, 34 repre- 
sentatives met in St. Louis In response to a suggestion by the U25. Com- 
missioner of Education, P. P, Claxton. The decision of that meeting bore 
results in February 1921 when a constitution and the organizational name 
were adopted. The general purposes of this association were, and are today. 
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to study junior colleges, to establish standards, and to provide guidance 
for state and national legislation relating to the interests and establishment 
of junior colleges. The association’s publication, Junior College Journal, 
has been issued monthly since 1930. The association also publishes annu- 
ally the Junior College Directory and compiles the quadrennial editions 
of American Junior Colleges, published by the American Council on 
Education. 

The Period of Expanding Occupational Programs (1921-1947) 

It seems natural that junior colleges would emphasize collegiate courses of 
a transfer nature prior to 1921. Most students demanded these courses. 
Also, these early colleges were commonly very small— the majority enroll- 
ing f ewei than 100 students— and they lacked the size and financial backing 
for the so-called ‘'terminal'* programs. However, the idea of occupational 
programs received perceptibly increasing support from 1921 to 1947. It is 
interesting to note that junior colleges grew in numbers and enrollments 
somewhat in proportion to the number of occupational programs installed 
in both well established and newly founded institutions. The growth of 
terminal courses was indicated by one writer as moving from 100 courses 
in 1921, 400 courses in 1925, 1,600 courses in 1930, to over 4,000 courses by 
1941 (171). Correspondingly, junior colleges increased from 207 in 1921 
to about 560 in 1941, enrollments increasing from 16,000 to approximately 
200,000, special and adult students included. One study shows that by 
1947, 32 percent of all junior college offerings were terminal courses (67: 
246). Undoubtedly, a major reason for the great surge of new junior col- 
leges was the growth of these elaborate occupational or vocational-tech- 
nical programs. Harris provides an insightful presentation of the recent 
status of these programs (158). 

Once again we find university leaders influencing the development of 
this period. Alexis F. Lange of the University of California helped to pre- 
cipitate the idea when he wrote in 1917, “The junior college will function 
adequately only if its first concern is with those who will go no farther, if 
it meets local needs efficiently, if it enables thousands and tens of thou- 
sands to round out their general education, if it turns an increasing number 
into vocations for which training has not hitherto been afforded by our 
school system” (215:472). A few years later, in 1925, the American Asso- 
ciation of Junior Colleges began to notice the need for extending occupa- 
tional programs; "The junior college may, and is likely to, develop a 
different type of curriculum suited to the larger and ever-changing civic, 
social, religious, and vocational needs of the entire community in wliich 
the college is located. It is understood that in this case, also, the work of- 
fered shall be on a level appropriate for high school graduates" (91:3). 
Fifteen years later, in 1910, AAJC received a grant of money for the pur- 



Junior College Development in the United States 13 


tion programs to meet the needs of the local community’s work force as 
well as courses preparing students to continue on to higher levels. 

The second event in that year was New York’s establishment of “one 
of the most comprehensive laws ever enacted for the establishment of a 
state-wide system and was the first state to designate these institutions as 
community colleges” (33:37). The idea and name, community college, had 
been discussed and written about several years prior to New York’s action, 
however. By 1939, for example, articles began to appear on the subject 
(161). The Commission on Terminal Education, in 1940, listed the junior 
college as essentially a community institution (97). Furthermore, the Pres- 
ident’s Commission used the term community college in its report of 1947- 
48. New York, however, paved the way through legislation toward the real- 
ity of a comprehensive community college system; in subsequent years, 
other states were to follow the lead. 

The third event which had national implications occurred in Cali- 
fornia, which with New York seems to have set many of the standards in 
junior college growth and development. Almost from the beginning of its 
junior college establishment in 1910, California led the nation in the rapid 
expansion of junior college campuses. As mentioned previously, California 
had the nation’s first junior college state law in 1907. From that year on, 
the majority of states looked to California with great interest and possibly 
for guidance in junior college development. The situation was no different 
in 1948, when the state had 55 junior colleges. Thus the Strayer Report was 
not only a major event but was also an answer to a state need. 

The publication of A Report of a Survey of the Needs of California in 
Higher Education was directed by George Strayer (348). There had been 
a strong movement to encourage the most able two-year campuses in that 
state to become four-year colleges. The Strayer Report, as it is commonly 
known, discouraged the idea by advising each type of college and univer- 
sity to remain within the bounds of its own area of service. The report 
warned that a trend to expand the junior colleges to senior colleges would 
eventually destroy the junior college system in the state. The financial 
burden of supporting a four-year college in each junior college community 
would be overwhelming in view of the state’s additional support of several 
university and state college campuses, the report said. 

If the Strayer Report had not been made and if the state had indeed 
developed a trend to convert junior colleges into senior colleges, such a 
trend might have affected and influenced junior college thinking in virtu- 
ally every state in the union. In essence, the report strengthened the junior 
college concept and particularly the idea of the community college with 
its unique contributions to higher education. 

In addition to these events, there were other forces contributing to the 
development of maturity among the junior colleges. When World War II 
ended in 1945, thousands of ex-servicemen began to crowd the colleges to 
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take advantage of the G.I. Bill of Rights’ educational benefits. The junior 
colleges were especially attractive to the men and women who wanted 
short-term occupational training. Because of these ever-expanding needs, 
the junior colleges continued to increase curriculum offerings to meet the 
demand. Thus these institutions became, more than ever before, truly 
comprehensive colleges. 

The word community to identify the junior college did not actually 
change the institution greatly, for most junior colleges were, in effect, com- 
munity institutions a few decades before 19-1S. The name change, however, 
did create closer community identification and cooperation with each local 
college. Most persons began to regard their local colleges as personalized 
institutions of higher education belonging to the people within the college 
districts. 

The growth pattern in the years since 19 18 shows the influence of the 
comprehensive college idea with its multitude of programs and courses for 
meeting the needs of students and adults. In 1948 there were approxi- 
mately 500,000 students enrolled in approximately 580 two-year colleges 
of all types. The 1969 Junior College Directory reported October 1968 en- 
rollments as nearly two million students. Faculty members numbered close 
to 85,000. The total number of institutions had grown from 912 in 1967 to 
993 in 1968, an increase of 81. The total included 254 private two-year 
colleges ( a decrease of ten from the previous year ) and 739 public junior 
colleges, 97 of which had enrollments of over 5,000. The state with the 
largest number of institutions was California with 90. Gleazer (135:7) and 
others (153:56) had accurately predicted this growth and status by 1970. 
A survey of status for 1967-68 is reported in Appendix A. 


Purposes in Communities 

The purposes of the CJC have been defined frequently and variously 
through the years. In the late 1960's, six major purposes appeared consist- 
ently, even though the lists varied in length and categorizations. A model 
based on current CJC patterns would include (1) transfer function, (2) 
occupational education, (3) general education, (4) remedial education, 
(S) guidance and counseling, (6) community service. Although there are 
many community junior colleges which have not adopted all of these pur- 
poses, nevertheless the trend seems to be toward their inclusion. 

Transfer education is perhaps the most generally accepted purpose, 
especially among the more conservative communities and institutions. The 
provision of the first two years of college at home is well established, even 
though typically less than half of the entering student body transfers to 
senior institutions. Transfer education is also the easiest to define and 
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evaluate, because the program is largely determined by the colleges and 
universities which receive the transfers. 

Transfer courses are limited (1) to those required for general educa- 
tion, (2) to major or minor Gelds of specialization, and (3) to a specified 
number of electives. While transfer courses may overlap other college pro- 
grams, the chief emphasis is upon an academically oriented foundation 
that prepares students in liberal arts and sciences for some form of profes- 
sional career requiring at least four years of college work. At least 60 units 
of credit are usually needed for the associate degree and transfer to junior 
standing at die senior institution. However, students may transfer after 
only one semester at a two-year college, providing they are otherwise qual- 
ified for and are admitted to the senior college. 

Occupational programs comprise a second major unit of curriculum, 
although the term “occupational” is not completely accepted as a label for 
the programs sometimes known as “terminal." Both “terminal” and "non- 
transfer" seem to be resisted as being essentially negative in connotation. 
Nevertheless, the terms are useful to describe programs which are com- 
pleted at the community college. The expression “two-year” is occasionally 
used, but it, too, is somewhat inaccurate, because many students take 
longer than two years to complete an occupational program. "Vocational” 
is often used, hut its use may imply that other programs are not vocational. 
Thus, “occupational” has become relatively popular as a label for an im- 
portant purpose of the community college (221:146). That purpose is to 
train skilled manpower for varied community jobs not requiring a four- 
year college degree. Business and industry take the greatest numbers of 
these students. 

Occupational education and general education are very nearly oppo- 
site, because by definition occupational education describes courses not 
commonly considered to be of value as part of a liberal education. While 
general education may enrich a student's life emotionally, socially, or cul- 
turally, supposedly it does not increase his vocational competence. Some 
students take the courses to meet the general education requirements of 
graduation, either at the community college or a senior institution. But 
thousands of adults take general education courses without degrees in 
mind. Often the purpose is simply one of personal development. For exam- 
ple, many adults take junior college courses after their children have 
left home. 

Many junior colleges accept the responsibility of providing programs 
at sub-college level. Their justification is related to the open-door philoso- 
phy, the attitude being that an open door is not tnily open unless there are 
programs appropriate to the student's abilities. Such programs are called 
by various names— remedial, vestibule, opportunity, and pre-college. Some 
ore essentially basic literacy training. The issue is a provocative one, for 
some junior colleges are vehemently against the philosophy of offering 
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pre-college level courses. One alternative has been to refer these students 
to adult or evening high school. Nevertheless, a growing number of col- 
leges, especially those in urban areas and in federally funded programs, 
have expanded their purposes to include preparation for college. 

Community colleges also include guidance and counseling service as 
one of their major purposes. For many students the CJC is an exploratory 
institution They enter not knowing definitely to what their lives are com- 
mitted. Not only students fresh from high school but older ones sample 
programs and discover abilities in the process. Upon entry, most students 
declare themselves for transfer programs. In reality, less than one-fourth of 
the entering students go on to senior colleges. Consequently, the junior 
college staff tries to guide a faltering student into a program appropriate 
to his Interests and abilities rather than have him simply fail and leave 
campus 

In an age of increasingly rapid vocational obsolescence, growing num- 
bers of adults seek second or third careers. Even the vocation of housewife 
changes profoundly when there are no longer children at home. Often the 
wife’s college career was interrupted by marriage. Starting back to school 
can be made easier by skillful counseling, which usually includes diagnostic 
testing and test interpretation as well as program planning. 

The sixth major purpose is that of community service. Activities in 
this category range from virtually nonexistent to extremely elaborate. 
Budget, of course, plays a major role. Any reasonably ambitious program 
must combine adequate financial support with board and administrative 
approval and cooperation. In addition, the successful programs seem al- 
most without exception to have the leadership of a lively, forceful person- 
ality and the support of an interested, enthusiastic community. This intri- 
cate combination is becoming less rare as the concept of the junior college 
as a center of community service becomes more familiar. The community 
college in an urban or a rural setting is often the hub of activities, being 
used for meetings, offering foreign or historical films, presenting lecture 
series— generally enriching and serving the community (222). 

Junior college purposes and educational programs result from a com- 
plex web of influences. Blocker and others provide a rather extensive list- 
ing of these influences (29.54). The various levels of influences are local, 
state, national, and regional. Among the public are community residents, 
alumni, civic groups, religious organizations, labor, business, political 
factions, philanthropic agencies, advisory committees, farm organizations, 
taxpayers’ associations, and other special-interest groups. Among the pro- 
fessionals are teachers’ and administrators’ associations, public and private 
school teachers and administrators, educational advisory committees, four- 
year colleges and universities, two-year college associations, athletic asso- 
ciations, accrediting agencies, professional and academic associations, phil- 
anthropic foundations, regional two-year college associations, and the 
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American Association of Junior Colleges. Blocker and his colleagues also 
point to the influences of (1) basic societal trends such as rapid growth, 
technological change, and changes in the work force; and (2) educational 
changes in increased enrollments, finance, curricula, and subsidized re- 
search and consultative services ( 29:46-53 ) . 

A specific example of influence, particularly relating to occupational 
programs, is the Economic Opportunity Act of 1964, which serves as one 
approach to the war on poverty program (256). Another example of in- 
fluence is the W. K. Kellogg Foundation s five-year support program to give 
service and guidance in the development and operation of occupational 
education programs at junior colleges. The project began in 1967 ( 334). 


Relationships with Other Educational Levels 

Commonly called articulation and/or coordination, relationships with 
other educational levels move in opposite directions-toward the high 
schools and toward the senior institutions. Of course, there are other types 
of relationships, but articulation with schools below and above the CJC is 
of primary importance if the college is to function properly. Articulation, 
to put it simply, is coordination between schools or levels of schools, al- 
though there are contrasts, as stated by one reliable source: “Articulation 
and coordination may in fact be contrasted in terms of their differing con- 
cerns— articulation centered on the students and their courses of study and 
coordination on institutional budgets and building programs. Coordinating 
agencies tend to represent the interests of the state and its citizenry; articu- 
lation programs consider the interests of the individual student and his 
instructors” (208:75). 

Purposes and Problems 

Articulation activities exist for the purpose of aiding the student as he 
prepares for entering a higher level of education. At least four major prob- 
lem areas have been identified (208:75): (1) student-centered problems 
such as his choice of courses, his degree goals, his attendance as he pursues 
liis goals, his academic and economic resources, and the qualities and re- 
quirements of the institution to which he might be accepted; (2) curricu- 
lum and instruction problems, such as acceptance of transfer credit, co- 
ordination of materials and methods in teaching, course and classroom 
Innovation, grading standards, and quality of teachers and teaching; (3) 
problems of student personnel services, such as orientation for transfer stu- 
dents, coordination of financial aid programs, counselors knowledge about 
institutional programs and characteristics, and facilitation of students’ ad- 
justments to the institutions where they enroli; (4) problems of facilities 



18 Community Junior College 


and resources, such as enrollment quotas and priorities, how special 
courses may differ among institutions, the diversion of students to particu- 
lar schools like the two-year college, and the coordination of academic 
calendars ( quarter, semester, year-round operations ) , 

A Joint Committee on Junior and Senior Colleges, composed of repre- 
sentatives of three major associations, details issues or problems in the fol- 
lowing areas (148): (1) Admissions, (2) Evaluation of Transfer Courses, 
(3) Curriculum Planning, (4) Advising, Counseling, and Other Student 
Personnel Services, and (5) Articulation Programs. 

The Machinery of Articulation 

Area (5) of the committees guidelines discusses how the other four areas 
can be implemented into articulation programs. Participants are those most 
clearly associated with articulation problems. Segments include the various 
levels of institutions, both public and private, and various state boards, co- 
ordinating agencies, and professional associations. Individuals generally 
include administrators, faculty, admissions officers, counselors, registrars, 
deans, research workers, students, and various others at local, state, and 
association levels. Each institution usually has some form of direct repre- 
sentation or at least direct contact with the agency for articulation. Al- 
though articulation machinery is voluntary, in many instances involving 
local cooperation, there are legal provisions for machinery in various 
states. Oregon is an example (349:108-111). 

Articulation procedures involve identifying problems, developing 
needed studies, proposing solutions, and reaching agreements for ratify- 
ing and implementing recommendations Committees, conferences, inter- 
institutional visits, publications, and other devices for communication and 
cooperation are utilized in the machinery. In the areas of communication 
and orientation, for example, junior college teams are frequently sent to 
talk to graduating high school seniors, particularly in the years when the 
local college is trying to introduce an attendance pattern. High school 
counselors, teachers, and students arc also invited to visit the college for 
an informal tour. 

Communication is equally important between the junior college and 
senior institutions. The success of the CJC is measured critically by subse- 
quent performances of its students. 

“If the two-year colleges do not prepare students to achieve their 
baccalaureate degree goals at some acceptable level of performance, the 
effectiveness of the entire sub-system will be seriously open to question. 
Transfer student performance may be thought of as a more critical test of 
the sub-system than the mere flow of students through j’unior college into 
four-year institutions, since transfer is relatively pointless if students ha\e 
a low probability of succeeding in the upper division' (208:4), 
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Thus, as far as junior colleges are concerned, articulation is vitally 
necessary. There aTe many issues and problems. Articulation machinery 
includes a variety of local and state efforts to bridge the gap on each side 
of the junior college level. Students interested in more detailed informa- 
tion should examine the Knoell and Medsker study, which covers ten 
states (208:78). 


Conditions for Establishment 

The teachers at a two-year college occasionally participate in its actual es- 
tablishment. However, such duties typically fall to interested citizens and 
educational authorities, particularly college boards and chief administra- 
tors. Nevertheless, a brief description of college establishment may help 
you understand how such institutions come into being. 

The Need Issue 

The biggest issue in the establishment of two-year colleges is need (259: 
57). How many high school students are available for and interested In 
attending a local junior college? A potential college must assure itself that 
a minimum number can be enrolled before embarking upon the long road 
toward establishing itself. The minimum varies somewhat, depending 
upon the geographical region and the criteria used by the organizers. In 
the beginning, high schools added post-high school collegiate courses with 
only a handful of people enrolled, but today independently organized 
junior colleges must reach a certain standard of numbers which will guar- 
antee a minimum of costs for operation and facilities. Although many pres- 
ent campuses enroll one hundred or fewer students, a new independent 
campus usually endeavors to enroll many more than that before opening 
classes. Optimum size, reports Staerkcl, should be from 2,000 to 3,000 
students, although a 500-mcmbcr student body is feasible at higher cost 
(341:61). whatever standard is employed, junior colleges cannot be estab- 
lished without a consideration of a sufficient number of available students 
who need and want at least two years of college education. Colleges arc 
needed only to satisfy student needs, and for no other reason. 

Solving the issue of need takes time, but even after a clear need pre- 
sents itself, many years can elapse before conditions exist to satisfy that 
need. For instance, The Oregon 1961 comm unit)- college law, first en- 
abling legislation in Oregon to withstand the test of application, was 
forged over a period of about thirty years” (349:7). Lahti reports that 
agitation for a junior college began In Wyoming in 1930 and that it took 
fifteen years before the 1915 legislature passed an enabling bill (214:93). 
But the rising awareness of need scorns to has c been nationwide. State- 
ments made by n committee endorsed by the Association for Supervision 
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and Curriculum Development are illustrative; "The next half-century will 
no doubt see the first two years beyond high school become compulsory as 
awareness increases that the greatly expanded realm of knowledge which 
most people must possess in order to adequately fulfill their responsibilities 
of citi?cnship cannot be attained in 12 years of school” (339:4). 

The Benefit Issue 

Related to need is the benefit issue. We have suggested that a need exists 
only if enough students want at least hvo years of college within their own 
communities. But why do they want this education? The prime reason may 
he reflected in the committee's quotation that students arc becoming aware 
that a high school diploma is not enough qualification for participating in 
today’s complex society. A survey report by Moore showed that high school 
seniors in eight Texas schools indicated the chief benefits to be academic, 
financial, and social (254). In other words, students gain additional theo- 
retical and practical knowledge of a cultural and vocational nature. They 
employ this knowledge to gain or improve upon their economic status, nnd 
they develop varying social relationships that m.iy not have been possible 
otherwise. Moore’s survey results seem to be typical of most other studies 
of a comparable nature. 

Benefits can be discussed also in relation to the functions of a 
junior college: occupational education, general education, pro-professional 
education, community services, nnd guidance (339,4). The existence of 
these functions should be evidence that students and communities arc be- 
ing Ijencfitr-d Specific examples of programs arc virtually limitless. 

Probably the most important general benefit of a C]C is its tendency 
to encourage students to continue their education. “There is conclusive evi- 
dence that the percentage of high school graduates who continue their ed- 
ucation is much larger in communities where community colleges ore lo- 
cated than in those where they ore not" (117:8). Bashaw (18), Fincher 
(114), Monroe (253:7) and many others report evidence of this. For ex- 
ample, a Florida report showed that in 33 counties where junior colleges 
were within commuting distance, 555 percent of the June graduates en- 
rolled in college for the following fall, while in 31 counties where junior 
colleges w ere not available the percentage was 365 (117:1). 

The economic value of junior colleges is also a point to consider. Kast- 
ncr points out sav mgs of junior college costs compared with the costs of 
the university. While the cost of educating a student varies greatly from 
one stole to H It /ycnrvsf )}p accepter} that (ctctiar ctjJA.’gK* de the 

job considerably cheaper for their students than universities do for their 
students (197:30). 
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welfare— indeed, its very security— depends in part upon the upgrading of 
people and the development of all kinds and levels of talent" (249:42). 

Benefits and values of junior colleges are clearly derived from open 
doors of educational opportunity— doors to vocation, to continuous educa- 
tion, to the community, and to diversity. Gleazer provides a fitting rcsum6 

(131(3); 

I believe that the community college is an educational in- 
strument for these times in which we live. It has evolved out of 
the aspirations of the people of this land, it has responded to the 
changing and critical needs of the community. It is not an idea 
superimposed upon the American scene by a national committee, 
board, or agency. Bather, its form and functions have emerged 
from the interplay of the values of our democratic society and the 
facts of economic and social change. 

The community college opens doors to occupations and obli- 
gations. It is a readily accessible resource for lifelong learning. 

The community is its vital and dynamic contest for learning. And 
it comprehends in its programs and services those varieties of 
personalities and ideas that keep the pools of wisdom constantly 
refreshed. 

The Practicability Issue 

Although the need and benefit issues may be satisfactorily solved at the 
local level, a CJC cannot be established unless there is a workable, legal 
plan. Indeed, the practicability issue may be the most difficult stumbling 
block in the process of establishment. Johnson, who has written an infor- 
mative handbook for those interested in starting a community junior college 
(193), Harper (153), and many others provide insight into the problems 
involved. In the following general areas, useful criteria arc provided by 
Morrison and Martorana (257:12-25): 

1. Legislation authorizing establishment 

2. Petition, election, or action by local !>oartI of control 

3. State agency approval 

4. Adequate assessed valuation for the sound fiscal support of the 
college 

5. Demonstration through a local or state survey of need for college 

6. Minimum school age population 

7. Minimum total district population 

8. Minimum potential college enrollment within a certain period 
after estabJislunent 

9. Educational programs to be offered 
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10. Available and adequate physical facilities 

11. Compliance with state operating policies 

12. Proximity of other institutions 

A list of procedures for establishment was developed by the American 
Association of Junior Colleges as follows ( 154:9 ) : 

1. A state legislature authorizes the study of higher education needs. 

2. A study commission or survey staff is appointed. 

3. The study report is sent to the governor and/or to the legislature. 

4. The legislature adopts the state’s master plan recommendations. 

5. The state passes an enabling law which includes plans for organi- 
zation, finance, operation, and control. 

6. Local surveys are initiated. 

7. Local survey recommendations are reported. 

8. The local group requests state approval of the local plan, 

9. The state approves the local plan. 

10. The plan is accepted by vote of the local electorate. 

11. The local board of control is elected or appointed. 

12. The college is organized (including approval of president, staff, 
site, curriculum, and receipt of state and local funds) . 

13. The students are enrolled. 

As indicated in both lists, legality is the first consideration in establishing 
these schools. Most states now have enabling legislation providing the 
framework, procedures, and minimum requirements. Steps and criteria 
vary in each case. New Jersey, for example, sets up nine procedural steps 
for establishing its county colleges (271:11). 

In a feasibility study, the question of finance is crucial (3-11). Gener- 
ally less expensive than senior institutions, community Junior colleges 
nevertheless represent millions of dollars in operating budgets and capital 
outlay. Funds come from various sources: the federal government, the state, 
the community, and students themselves. Grants and gifts of money help. 
If the college is to be supported by a local property tax, an assessment of 
the tax potential must be made. State aid. particularly for public segments, 
is given through a foundation program which assures each college of hav- 
ing a stipulated amount of state money per student. If a college fails to 
reach the level of the foundation program, the state usually provides 
equalization money as a supplement. Some states provide financial aid to 
rift their junior colleges, while others aid only their poorer districts. 

The feasibility study is a prelude to and part of the formal applica- 
tion for permission to establish a community college. Approval of the ap- 
plication may, in one state pattern. lead to extensive state involvement. 
However, the more usual pattern is for the approval to lead to a formal 
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public decision through the local district ballot box. The potential district 
is defined so as to avoid overlapping the boundaries of adjacent college 
districts, and the voters have the opportunity to approve or disapprove. 
The voters also decide, sometimes at the same election, upon such matters 
as die junior college tax rate, the issuance of bonds for building construc- 
tion, and the establishment of a college board of trustees. The date for the 
establishment of the new district is invariably placed on the ballot. 

Establishment procedures, of course, differ from these steps when a 
two-year college or branch is formed by universities and controlled by 
university boards. In the case of public two-year college branches or state- 
owned independent colleges, a state board makes the recommendation for 
establishment. The state legislature must approve the new institution, after 
which the issue is usually placed before all the voters in the state. Private 
community colleges and two-year university branches are relatively free 
from state-imposed machinery for establishment. In most cases, these in- 
stitutions are subject only to decisions of their boards of trustees. 

Across the nation there are various approaches to establishing the 
campus itself (193). The most popular approach has been to use a high 
school campus in late afternoon and evening during the time when the 
board and superintendent are selecting a college site, employing an archi- 
tect, awarding the building contract, and awaiting construction of the 
campus. Alternatives include (1) renting temporary facilities, such as 
church, military barracks, or military hospitals, (2) using temporary or 
prefabricated buildings on the construction site, and (3) holding no classes 
until the new campus and staff are complete. 

The establishment of a new community college can be the outstanding 
event when the citizens of the community identify themselves with it. If, 
on the other hand, they perceive it as essentially an alien body, reflecting 
neither their hopes nor their voices, then their indifference or hostility may 
weaken or destroy it. The style of establishment has much to do with the 
community acceptance and subsequent support. When a junior college 
must ask for additional funds from the voters, a positive vote reflects a 
composite of attitudes that have to be developed and sustained: confi- 
dence, approval, and identification. 

Current Governance and Structure 

-American junior caJJeges present a variety of patterns in bnib governance 
and structure. Governance, a term commonly used in classifying systems of 
state control, seems to be an expression of many variables. Historical atti- 
tudes toward higher education, university receptiveness to potential com- 
petition, local willingness to support education beyond high school— these 
are a few of the determinants of how a junior college system is controlled. 
Structure, on the other hand, while it is affected by state governance, is 
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much more a reflection of the functions and the size oF the institution. 
Community junior colleges within one state may vary enormously in struc- 
ture, even though they are under identical conditions of governance. Some 
familiarity with several basic principles and patterns of governance and 
structure may help you relate to your own junior college, which functions 
under controls not always of its choosing and which may be experiencing 
the strains of growth and related structural change. 

Governance is an expression of both state and local relationships to 
the college. Martorana describes five patterns at state level as governance 
by (1) a state board of education, (2) a state department of education or 
superintendent (both (1) and (2) have responsibility for other levels of 
education), (3) a board of higher education, (4) a board of a four-year 
state university (both (3) and (4) govern other collegiate institutional 
types at the same time), and (5) an independent board or commission 
limited to junior college affairs (228:36). In the past, the dominant type 
has been the state board of education. 

The introduction of local control also determines patterns of govern- 
ance. There seem to be four major patterns, according to Harper ( 153 :53 ) . 
The most common is that typified by Texas, which controls its junior col- 
leges through intermediary units, local junior college districts, not neces- 
sarily related to county boundaries. Florida illustrates an alternate method, 
that of establishing county districts of control. Intermediary units are com- 
mon but not vital to successful governance. Alabama and several other 
states govern their systems directly from state level. A fourth means of 
control makes use of the state university as the governing body, which 
combines state level control with a senior institution. 

Blocker, Plummer, and Richardson provide clarification of govern- 
ance and control from another vantage point (29.84). First, they remind 
us that the federal government has no direct control over any two-year 
college. (There is, however, the two-year college for Indians, which is 
under federal auspices.) They proceed to point out control levels from 
the state down to the local district: (1) state legislature, (2) state admin- 
istrative office, (3) state board of control, (4) local board of control, (5) 
local administrators and faculty. 

The typical structure of a local community junior college, whether 
large or small, begins with a board of trustees, elected by the community 
voters in the case of public institutions and appointed or elected by offi- 
cials or alumni in the case of private institutions. The board is the legal 
body which establishes and approves college or district policy, hires the 
staff and its administrators, approves the budget, and so on. Tire board, 
in essence , runs the colle ge through the leadership and prof essional training 
of the district superintendent or college president. 

The extent and complexity of college programs and services determine 
the structure and organization of the college staff. In a few small colleges, 
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one or more teachers are given part-time administrative duties; the more 
common pattern for all colleges, however, is the selection of a president to 
“manage” the college on a full-time basis. Assisting and complementing 
him in the larger colleges are assistant superintendents or vice-presidents, 
or deans, the titles varying among colleges. The more common plan calls 
for assistant administrators in the areas of business and instruction. Equal 
to these or sometimes subordinated to them arc other administrators head- 
ing student personnel, curriculum, public relations, and the like. If not 
equal to assistant superintendents or vice-presidents, a third-line adminis- 
trator is usually designated as dean or director, Lc. a dean of students (for 
men or women) and a director of public relations. Special programs such 
as those in technology, industry, and nursing sometimes require a special- 
ist-coordinator. Below most of these officials are the fourth-line adminis- 
trators, the department or division chairmen. Only in the larger colleges 
are the chairmen full-time administrators; in most schools they assume 
teaching duties as well. The faculty and students complete the college 
structure. 

The junior colleges, like business and industry, have had to alter their 
styles as they have grown. During the “thin thirties” and even the “fatter 
forties," there were relatively few junior colleges unable to function with 
a relatively simple structure. However, any institution with an enrollment 
of more than 5,000 must handle thousands of registrations, tens of thou- 
sands of grades, hundreds of texts and courses, and all of the problems that 
accompany a sincere attempt to do the best possible job for the commu- 
nity. The solutions which the junior colleges have evolved are reflected in 
structures which seem at first elaborate. A closer analysis reveals an essen- 
tial structure somewhat similar in all junior colleges. 


Development of Accreditation 

A picture of CJC development should not be concluded without a brief 
discussion of the nature of accreditation and its relationship to the junior 
college movement in the United States. This preliminary discussion should 
provide you with enough background to approach properly your own role 
in faculty involvement with accreditation, described in Chapter Six. 

Development and Status 

The effect of accrediting agencies has been to stabilize the development of 
community junior colleges and of most other levels of education. Until 
about the end of the nineteenth century, no significant effort was made to 
establish such agencies. In 1867, the Federal Department (now Office) of 
Education was established, and one of its first functions was the collecting 
and reporting of facts about colleges. Their definition of a college was “any 
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institution granting degrees and having college students in attendance. By 
1915, additional criteria included stated standards of admission, at least 
two years of standard college grade work available, and at least twenty 
students in regular college status. While the office encouraged the develop- 
ment of criteria for identifying an institution as a college, it is not today an 
accrediting agency. 

Many other groups and organizations tended to point toward the es- 
tablishment of accrediting agencies. Among them were the National Edu- 
cation Association’s Department of Higher Education, started in 1870; the 
National Association of State Universities, established in 1S96; and the Car- 
negie Foundation for the Advancement of Teaching, founded in 1905. The 
activities of these three were limited. NEADHE served as an informa- 
tion office for higher education. NASU prepared reports of standards in 
higher education. CFAT established criteria for college faculty participa- 
tion in a retirement program. 

The lack of organized accrediting groups for over 300 years of our 
history naturally led to a wide diversity of higher institutions of learning. 
The quality of teachers and character of instructional programs were par- 
ticularly diverse. These differences reflected the federal Constitution, 
which gave to the states the prime responsibility for establishing and di- 
recting their own educational systems. In contrast to existing practices in 
most foreign countries, tlie United States does not have central govern- 
mental control over its educational systems. The Office of Education serves 
principally as a national information and aid agency. The chief causes of 
educational uniformity, when it docs exist, can be related to various fed- 
eral aid laws,* to the tendency of most colleges and schools to copy de- 
sirable features from each other, and, finally, to the rise of accrediting 
agencies which carry across state lines and provide standards and criteria 
for the evaluation and approval of institutions. 

Early associations set membership requirements for institutions and 
personnel. Membership itself was not regarded as accreditation. However, 
the process eventually expanded into accreditation as we know it today. 
At the regional level, i e., grouping of states in a convenient pattern, the 
first accrediting program was started by the North Central Association of 
Secondary Schools (1895) in 1909, its Erst accredited list appearing in 
1916 Standards for junior colleges came In 1917 and those for teachers 
colleges in 1918. The Southern Association of Colleges and Secondary 
Schools (1895 by a different name) published a list of accredited colleges 
in 1920. The Middle States Association of Colleges and Secondary Schools 
(I8S7 by a different name) developed its first list in 1921. The Northwest 
Association of Secondary and Higher Schools { 1917 ) also issued its first 
• Examples are the Morrill Acts of 1862 and 1890, which gave impetus to the land 
grant college movement ami technological education, and the Hatch Act of 1887, 
which stimulated the growth of agricultural and mechanical colleges. 
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list in 1921. Western College Association ( 1924 by a different name) began 
its accrediting function in 194S. The New England Association of Colleges 
and Secondary Schools (1885), the oldest of these six agencies, did not 
adopt accreditation as a function until 1952 ( 25:10). 

State accrediting agencies are usually university boards, state boards, 
or departments of education. State universities first began an accreditation 
of high schools. The University of Michigan was the first in 1871, although 
the University of Nebraska in the same year reportedly began an accredi- 
tation of other colleges in order to establish a basis for accepting students’ 
transfer credits On a complete state basis, the Board of Regents of the 
University of the State of New York (1784) “was the first state agency to 
develop machinery for the approval of courses of study in teacher educa- 
tion as well as in liberal arts and many other specialized areas" (24:13-14). 
State departments of education, charged with teacher licensing, are con- 
cerned usually only with approval of teacher preparing institutions. Most 
of the state agencies did not begin accreditation until after 1910. 

We can see from these dates that public junior colleges began to de- 
velop at the time when accrediting agencies were being formed. At first, 
the junior colleges had difficulties in being recognized by these agencies. 
“Not only did they encounter delay in inclusion of their representatives on 
the boards and commissions of the associations, but for some time they 
were expected to meet requirements which were in many cases artificial 
adaptations of the standards for four year colleges" (329:39). Today, we 
find considerable improvement in the role that junior colleges are playing 
in accreditation: they now participate, but perhaps not equally, in re- 
gional, state, and professional or specialized accrediting functions. 

The many problems and issues in accreditation, as well as the variety 
of accrediting groups, led in 1950 to the establishment of the National 
Commission on Accrediting, consisting of constituent and institutional 
members. The commission endeavors to coordinate and regulate accredi- 
tation activities across the nation. The American Association of Junior Col- 
leges, while a constituent member of the commission, does not directly 
accredit the junior colleges but publishes instead a list of accredited in- 
stitutions in its annual Directory (154). The list includes pertinent infor- 
mation on each two-year college. A similar list with more detail is found in 
American Junior Colleges, published every few years by the American 
Council on Education in Washington, D.C. (137). Other groups publish 
junior college "lists, "but these two are the most widely distributed. 

Purposes and Values 

The general purpose of accreditation is to identify institutions that meet 
the standards of the particular accrediting agency or association and, by 
such identification, to promote and ensure the highest possible quality in 
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institutional programs and services. Promotion of quality and an institu- 
tional desire to be approved create a great deal of effort and self-study by 
these institutions, their boards, and their personnel. Accreditation also 
serves to facilitate the transfer of students between institutions, to inform 
and aid employing agencies who wish to know the quality of their appli- 
cants' education, and to raise educational standards in a profession or spe- 
cific field. Accrediting agencies serve the students who want to find an 
appropriate, accredited school suitable to their needs, provide guidance to 
the general public, and attempt to resolve problems and issues in deter- 
mining effective standards and criteria for quality education. 

Procedures and Criteria 

Although each accrediting agency develops its own plan and procedures 
for approving institutions within its jurisdiction, a common pattern exists 
for the majority of states and regions. First must be developed the set of 
standards or criteria each institution is expected to meet. Statements of 
standards are then provided to each institution. An applying institution 
asks for an accreditation visit and prepares an institutional status report. 

In general, the areas where standards or criteria are most frequently 
set by accreditation agencies are buildings and facibties, financial struc- 
ture, philosophy and goals, curricular offerings, instructional effectiveness, 
faculty, students, and the library. A visiting team of qualified authorities 
inspects the institution, studies the college report, and ultimately provides 
the basic information for determining whether or not the school meets the 
established accreditation standards. Both the institution and the associa- 
tion receive a report of the visiting team, and the approved institution is 
included among those listed as being accredited. Approval is usually for a 
set period of time. Subsequent team visitations or periodic reviews deter- 
mine whether the school will remain on the accredited list. 

Accreditation is not without its share of troubles and critics (328), but 
it seems Id be a healthy process. Two-year colleges, as well as other types 
of schools, have been encouraged by accrediting agencies to develop pro- 
grams and innovations that sometimes do not fit the conventional pattern: 
qualitative rather than quantitative criteria have been emphasized in re- 
cent years. Fixed standards seem to be less important today. What is 
| important is that a junior college’s total patterns be clearly and positively 
related to stated purposes and objectives and to their successful obtain- 
ment, Accreditation seems to have fostered the growth and development 
of the two-year college, and it has apparently enhanced the prestige of 
these institutions as they endeavor to serve in American society the special 
needs not always met in other levels of education. 
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Conclusion 

In conclusion, we can see that the junior college institution has developed 
through approximately four growth stages until today it is a substantial 
and distinct segment of higher education. It is generally identified as a 
comprehensive community college (although other types are recognized) 
offering education for transfer, occupational training, remedial instruction, 
general orientation, guidance and counseling, and community service. It 
attempts to relate its programs and services to the general community as 
well as to high schools and senior institutions. Its establishment by law 
provides a direct line of communication between the institution and the 
people; it is a democratic institution designed to provide post high school 
higher education at low cost and with easy accessibility to all citizens of 
the nation who need and can profit from the experience. It functions under 
various forms of organization and governance, depending largely upon its 
basic form of control and finance. Finally, through the process of accredi- 
tation by special and regional groups, its courses and students are accepted 
by the majority of senior institutions and by the general public; and the 
accreditation process assures some concentrated effort toward its continual 
improvement and expansion. 

Even though this unique institution has apparently reached its ma- 
turity and has established direction and adult status, there are those today 
who feel that the junior college is still searching for an identity (274). 
Some even change identity by converting to a four-year college. Pueblo 
College, for instance, was once the largest community junior college in 
Colorado; it became Southern Colorado State College in the fall of 1963. 
No doubt there are new developments ahead which may drastically create 
new alternatives. Even now there are some stirrings of an “experimental 
junior college," a movement toward innovations in programs and services 
described by B. Lamar Johnson, among others (190,191). Diverse as the 
states are, it is likely that we will continue to see a 20-year span of evolu- 
tion among the 50 different state community college systems. 



Chapter 2 


Benefits for 
Junior College Teachers 


Undoubtedly many states work diligently to improve benefits for their 
junior college teachers, but our national survey (summarized in Appen- 
dix A) revealed very little attention to these benefits. Printed or mimeo- 
graphed in soft covers, the state studies mailed to us did not often mention 
the word benefit when referring to teachers. Almost all of the studies dealt 
with such areas as organization, finance, articulation, new growth and en- 
rollments, trends, and needs. States with the largest number of junior col- 
leges placed emphasis upon the growth of and need for instructors, but 
omitted any discussion of ways and means to attract them. 

It is the purpose of this chapter to examine the benefits and advan- 
tages of junior college teaching. The following areas arc discussed: Signifi- 
cant Causes and Effects; Salaries; Retirement; Certification, Employment, 
and Tenure; Leaves from Duty; Insurances; Professional Memberships; 
Miscellaneous Benefits; and finally, the Status of Benefits. 

Significant Causes anil Effects 

Appreciation of teacher benefits requires some understanding of how or 
why they develop. What really causes junior college teacher benefits apart 
from those natural to tire profession? At least five primary points arc evi- 
dent: ( 1 ) demand for new teachers to meet the educational requirements 
of an expanding, highly complex society, (2) rising teacher qualifications 
as set by institutions, agencies, and members of the profession, (3) in- 
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creasing prestige of the teaching profession which draws more and more 
talented, intelligent, and professional people within the ranks, (4 ) compe- 
tition among various schools in geographical proximities in seeking the 
best qualified applicants, (5) the new faculty power in influencing deci- 
sions of administrative governance and control 

The first point is merely a matter of increasing enrollments and creat- 
ing new colleges. The first chapter showed how these institutions are grow- 
ing and expanding in numbers. The greater the growth, the greater the 
demand for new teachers. The greater the demand, the greater the chance 
for better benefits. 

The second point relates to the preparation and requirements for em- 
ployment, discussed extensively in the next chapter. The profession is set- 
ting “tougher” standards for all its members. Higher standards in teacher 
qualifications tend to mean greater benefits. 

The third point follows naturally. When a profession improves its 
status, prestige increases. Increased prestige attracts better qualified mem- 
bers to the profession, and top talent not only helps the professional pres- 
tige but causes concern among citizens to improve faculty status and 
benefits. 

The fourth point is a matter of one college district trying to stay equal 
to if not ahead of its neighboring districts. Competition lias always helped 
to improve any business or profession for, in the scramble for the best 
quality, benefits become a vital lure. A keen competition speaks well for 
benefits, of career motivation and satisfaction of junior college teachers 
(92). 

The fifth point covers the negotiations that are conducted between 
faculty and administration and boards. A few years ago faculty lacked 
power to direct and control their benefits and other matters, |nit today in 
many states faculty power groups can virtually share equally in controlling 
decisions that affect them. Among other goals, faculty naturally influence 
the establishment of better benefits for themselves. 

Teaching benefits may develop rapidly when they arc undergirded by 
state law. Rather than evolving slowly and haphazardly, district by dis- 
trict, minimums in salary or maximums in teaching load may be spelled 
out specifically through state recommendations, such as those of the De- 
partment of Education in Maryland (225.2) or the Texas Higher Educa- 
tion Coordination Act. Texas, for example, spells out carefully a number 
of recommended faculty benefits in Section 14 of its 1905 Act ( 167). 

We have suggested that competition for teachers is produced by the 
increasingly complex needs of an advancing civilization and by its de- 
mands for society’s more capable people for the task of teaching. The ef- 
fects of this competition are many; lienefits attract top intellectual talent 
to the profession, serve to give teachers greater security and happiness, 
and product; a finer educational program to enhance the growth and devel- 
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opment for all citizens in all walks of life. In the following pages, we shall 
examine some of the effects of these benefits. 

Salaries 

Perhaps the most significant benefit in any profession is the pay for one’s 
service, although this should never be the only consideration. Teaching 
salaries have risen steadily throughout the nation for a considerable num- 
ber of years. Early in our country's history, teachers worked for hardly 
more than room and board. In the 1940's, starting salaries averaged from 
$2,000 to $3,000 a year. In the 1960’s, starting salaries were double those of 
the earlier period. 

As teachers gain on-the-job experience today, their salaries continue to 
increase each year through a regular system of increments which extend 
to about 12 or 14 years. The result is that teachers can presently earn as 
much as $15,000 to $20,000 a year, depending upon the type and wealth 
of a district. A 1966 report by the NEA Research Department indicated 
that Alaska, California, New York, and Connecticut, in that order, led the 
nation in average salaries of classroom teachers, the high annual average 
being close to $10,000. In 1969 this average crept close to $12,000. On the 
other hand, administrators, especially superintendents or college presi- 
dents, usually earn twice or three times as much as the average teacher. In 
the largest institutions, the top officials may earn more than $40,000 annu- 
ally. Clearly, education has made tremendous advancements in salaries as 
compared to those of a generation ago. 

What about junior college teaching salaries? There is, of course, a 
great deal of variation among the states. Almost every salary study, includ- 
ing our own survey, indicates that prestige universities lead the way in the 
establishment of high salaries. Universities are followed in order by the 
various types of colleges, high schools, and elementary schools. Although 
not based on a complete sample, our 1967-68 survey revealed that junior 
college salaries ranged from $5,000 to $15,000, the average being about 
$9,000. Teachers in private colleges averaged about $1,500 less than those 
in public institutions, although exceptions existed. States which had the 
largest numbers of junior colleges tended to have higher salaries than 
those with the least numbers. Geographically, colleges in the South tended 
to fare less well than those in other regions. However, one must remember 
that the cost of living is slightly less in that section of our nation. Those 
wanting rather complete and current reports on salaries might turn to the 
National Education Association and such publications as Faculty Salary 
Schedules in Public Community -Junior Colleges ( 108). 

Teachers have certain other benefits which are closely related to 
salaries. Some of the following criteria are standard; others are not yet 
universal among the states. 
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1. There is no differentiation between men and women in salary 
schedules 

2. Employees proved to he wrongfully discharged are paid all sal- 
aries withheld from them during any dispute. 

3. Teachers ordered to military duty arc paid at least a full month s 
salary at the termination of employment; these teachers* positions 
are guaranteed to them upon their return from service for at least 
one year if non-tenured teachers and for permanent stains if they 
aro tenured teachers. 

4. Salary deductions are permitted for such items as retirement, or- 
ganizational dues, insurance premiums, and community fund do- 
nations. 

5. Salary payments may be extended to twelve months for ten months 
of employment; in these cases, the district withholds a percentage 
of each monthly salary for two equal installments for August and 
September, 

8 Those who begin their teaching at the beginning of the second 
semester arc paid no less than onc-half the annual compensation 
for that position. 

7. Each salary payment for any calendar month shall be paid no later 
than the fifth day of the succeeding calendar month. 

8. Part-time contract teachers for the regular day program are paid 
the appropriate, corresponding percentage of the annual salary for 
that position, i.c., if an instructor is on a 50 percent schedule of 
work, ho is paid one-half the annua] salary he would have received 
had he been working full-time. 

9. There is no differentiation in rate of compensation between night 
teaching and day teaching when night classes constitute part of 
the full-time load for a teacher. 

10. Instructors arc paid for school holidays, sick leaves, sabbaticals 
and other such absences as may be excusable under prevailing 
laws. ( Sec Lent es From Duly, p. 40 ) 


While each junior college district has the freedom to establish its own sal- 
ary schedule within the restrictions found in certain state laws, schedules 
are basically similar. Typical is the following sample schedule in use by 
one college during the 19G9-70school year: 
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A Sample Junior College Salary Schedule for the Year 1969-70 


I. II. III. IV. V. 



B.A. or 

MA or 

MA plus 

MA. plus 

Earned 

Step 

Equiv. 

Equiv. 

30 hours 

50 hours 

Doctorate 

1 . 

$ 7.700 

S 8^20 

S 8,740 

$ 941 60 

$ 9,780 

2. 

8,170 

8,690 

94110 

9,730 

104150 

3. 

8.640 

9,160 

9.6S0 

10,200 

10,720 

4. 

9,110 

9.630 

10,150 

10.670 

11,190 

5. 

9,580 

10,100 

10,620 

11,140 

11,660 

6. 

10,050 

10,570 

11,090 

11,610 

12,130 

7. 

10,520 

11,040 

11,560 

12,080 

12,600 

8 

10,990 

11,510 

12,030 

12,550 

13,070 

9. 

11,460 

1 1.9S0 

12,500 

13,020 

13,540 

10. 

11,930 

12,450 

12,970 

13,490 

14,010 

11. 

— 

12.920 

13,440 

13,960 

14.4S0 

12. 

— 

— 

13.910 

14,430 

14,930 

13. 

— 

— 

— 

14,900 

15,420 


Our sample is a single salary schedule, that which is based on education 
and experience rather than on merit or a professional ranking system. Al- 
most all schools except senior colleges and universities use this kind of 
schedule. The steps represent the number of years of teaching, and the 
columns represent the amount of educational training. In virtually every 
state, people with industrial, technical, and vocational field work experi- 
ence are placed in the columns which most nearly equal their experience, 
whether or not they have the academic degrees. The word cquicalent, ap- 
plied sometimes to all columns of the schedule, means the amount of field 
experience which would equal the degrees. In a few states, these instruc- 
tors are issued vocational-technical credentials (certificates) which auto- 
matically equate experience with training and degrees. 

The sample shows that a teacher with at least a master’s degree can 
reach maximum salary in his column in twelve years; furthermore, the 
schedule provides him with an incentive to take further training and course 
work. For the new teacher, most schools and junior colleges will grant 
credit for three to five years of previous teaching experience in another 
district; military experience is also often counted in this computation. With 
five years of acceptable previous experience, the new teacher in a district 
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would start on the sixth step of the schedule and in the column or class 
paralleling his course work and degrees. 

Class V, the earned doctorate,* provides an attraction for teachers 
with this degree to elect the junior college (with its unique advantages) 
over the senior college and university (with many pressures for publica- 
tion and research). If the teacher with a doctorate wants to be rewarded 
solely for his teaching, he usually goes to the CJC, where he receives his 
automatic increments to maximum salary. There he docs not have to face 
the frustrating, often political game of waiting years for the chance of 
salary promotions under an academic ranking system of payment. 

According to Freiberger and Crawford (122), academic rank was in- 
troduced by Tacoma Park Junior College and Los Angeles City College. 
While it is used by a growing number of junior colleges, according to Har- 
rington (155), it is often used apart from the regular schedule. In other 
words, merit pay (the academic rank system) may be an additional re- 
ward above and beyond the basic single salary schedule. In some cases 
(chiefly the independent junior colleges), the ranking system has no re- 
lationship to salary but only to years of service. For instance, a teacher 
may be classified as an instructor until he gains tenure, and then he be- 
comes an assistant professor, after the seventh year ( the usual sabbatical 
year), he becomes an associate professor. Full professors may then be 
named through a merit system which may or may not be associated with 
salary. This system appears to be a workable compromise between the pre- 
vailing CJC system and the ranking system of the senior colleges and uni- 
versities. In their own eyes, CJC teachers deserve the title of “professor" as 
much as their counterparts in lower-division instruction in the other col- 
leges and universities. Tillery provides a discussion of the perils and prom- 
ises of academic rank for junior college instructors (366). 

As a final note on this section, we suggest that salaries will continue 
to rise for a number of years in an expanding economy. There is little rea- 
son to doubt that many CJC teachers in the 1970's will earn more than 
$20,000 a year. Considering the purchasing power of the dollar during the 
1960s and the salaries being earned by others with comparable training 
and experience, this figure should already prevail. Regardless of dollar 
values and progress made in other professions, however, CJC salaries will 
probably always remain a couple of steps behind the maximums at the 
wealthier universities. 

Retirement 

Along with salary is a second important benefit, teacher retirement, be- 
cause one must think of the future as well as the present. Our survey 
• Many schedules place the doctorate allowance in a footnote rather than among the 
schedules’ columns 
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showed that virtually all states protect CJC teachers through state retire- 
ment systems or private equivalent programs. Some of these states, such as 
Maryland and Minnesota, supplement teacher retirement programs with 
federal social security. 

The method of retirement participation calls for monthly contributions 
by the employee (deducted from salary warrants) and similar contribu- 
tions by the local district or the state. The amount of retirement pay is de- 
termined largely by the number of years the teacher has credited to him 
in the retirement system, the amount of contributions he has made, and a 
consideration of the salary earned during his teaching career. Each state 
is different in the way its retirement system operates. Several sample plans 
were received in our survey, but many of these outdate themselves rapidly. 
As a measure in comparing various state plans, however, one might expect 
to retire at approximately half the salary made in the highest salary years. 
Fifty percent retirement pay, of course, would demand a career of roughly 
thirty years of teaching service. If we project to the time when top salaries 
reach $20,000 per year, it is not unpleasant to think of half of this as re- 
tirement pay for each year of remaining life. 

Certification, Employment, and Tenure 

Specific requirements related to this section arc discussed in the next chap- 
ter pertaining to the securing of employment. Here, we are concerned only 
with your rights and privileges as guaranteed by state law's. Collectively, 
legal provisions concerning certification, employment, and tenure furnish 
excellent protection for the teacher. However, the truth is that all states 
have such laws affecting elementary and secondary staffs, but very few of 
these laws are extended to protect teachers in higher education. Our sur- 
vey showed that only a few states— Oregon, Washington, Arizona, Kansas, 
Florida, Missouri, California, and possibly several others— have laws which 
affect the welfare of junior college teachers. In most states policies relating 
to tills section arc left to the individual employing institutions in higher 
education. While most states lack certification laws affecting junior college 
teachers, some of these same states do have laws pertaining to CJC em- 
ployment and tenure rights. In this section, then, we shall discuss stand- 
ards and criteria in general terms without specific reference to individual 
states. 

Certification requirements in a state include certain rights. If a teacher 
qualifies for a teaching certificate or credentials, he is issued one by the 
appropriate state agency. The chief step is the proper application to the 
agency’s office. If the teacher is refused a certificate or if he is dissatisfied 
with any action taken by the agency, he ordinarily has the right of appeal. 
With proper evidence an appeal could reverse the decision of the agency. 
In the case of revocation or suspension of a certificate, the teacher nor- 



38 Community Junior College 


in ally has the right of a hearing for the presentation of his side of the 
case. The hearing is held before a county or state board in most cases. If 
he has been further denied his petition, the teacher may institute court 
proceedings. Another protection may be that certificates which expire 
while the holder is engaged in military and other service during war con- 
tinue in force for a period of time (six months or so) after the holder hon- 
orably leaves such service or has been placed on inactive duty. 

While teachers enjoy certain rights when certified by a state, let us 
not forget the underlying purpose of state certification: It is designed 
essentially for the protection of students. The prevailing educational phi- 
losophy, promoted and adopted by educators and the public alike, is that 
children from kindergarten through high school should not be exposed to 
incompetent, unqualified, and possibly harmful teachers. By licensing 
teachers for the public schools, the states help to maintain a higher qual- 
ity of teachers and public instruction. The same philosophy and actions 
have not been extended to most institutions in higher education, probably 
because of the strong feeling that college students, being more mature and 
adult, can cope more easily with occasionally inadequate instruction. A 
further reason is linked with the traditional academic freedom enjoyed by 
higher institutions of learning. Even in the few states which certify junior 
college teachers, there are many proponents of the abolition of junior col- 
lege teacher certification. 

To understand your employment and tenure rights, you must under- 
stand the difference between the terms probationary and permanent. A 
probationary teacher is one who has taught in a school district for two or 
three years, depending upon the state involved. If he is hired for the next 
year beyond this probationary period, usually the fourth year, he is con- 
sidered a permanent teacher, one who has "tenure." Tenure usually cannot 
be transferred to another school, unless the other school is part of the same 
district or administrative organization of colleges. In a new district, the 
teacher would return to probationary status and work his way once more 
into tenure status. The chief difference between probation and tenure is 
that the latter assures the teacher of more protection against dismissaL 
In most states you have the right to be employed as early as January 
first for the ensuing school year. You have a right to expect a written rather 
than an oral contract, for the signed document affords equal protection to 
you and the hiring district. The district cannot discharge you during the 
contract year except for cause, and you cannot resign during this period 
without the consent of the district. The contract should include certain de- 
tails, such as the amount of annual salary, the number of months of serv- 
ice, and the general area of your duties. During the contract year, the dis- 
trict may rc-assign you to other duties or subjects, your chief protection 
being that you must not be assigned to duties which > ou are not legally 
qualified to handle. Remember, moreover, it is not in the district’s best in- 
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terest to have a teacher function in an area for which he is unqualified. In 
the case of contracts to administrators, the district can legally re-assign an 
administrator to teaching duties. If the administrator is a permanent em- 
ployee, he has tenure only as a teacher. 

Probationary teachers are notified of their re-employment at least by 
May 15 in most states. Within a set period of time after this notice of elec- 
tion, the teacher must signify his acceptance or rejection of the offer. The 
teacher accepts his re-election by signing the new contract and rejects it 
by returning it unsigned. An accompanying letter of resignation is optional 
on the teachers part. The only time he would need to resign is during a 
contract year or when he has permanent status. After accepting and sign- 
ing a permanent contract, the teacher is automatically re-employed each 
year. Up to July 1, in most cases, he can resign this position without board 
approval; after July 1, approval is necessary. 

Only a few states have statutory tenure laws protecting junior college 
teachers; tenure policies are left to the individual institutions in most 
states. Under the circumstances, it Is difficult to determine standards in the 
computation of service credited toward tenure. In general, a probationary 
year of service should consist of at least 75 percent of the number of days 
the regular schools of the district arc maintained. An interruption of teach- 
ing for military service should not change ones status in a district if and 
when the teacher returns to it. 

Statutory laws pertaining to the dismissal of teachers do not cover 
junior college teachers in many states. Even without this kind of protec- 
tion, permanent teachers, in particular, normally cannot be dismissed 
without the most exact kind of evidence. A college board has the burden 
of proof, and the teacher may fight his case tlirough the courts. His cause, if 
valid, may be championed by various state or national teachers’ associa- 
tions. The American Association of University Professors, which junior col- 
lege teachers may join, is one such national group. 

The grounds for dismissal of a permanent teacher may include such 
charges as immoral or unprofessional conduct, aiding or advocating the 
commission of criminal acts, dishonesty, incompetence, unfitness for serv- 
ice, physical or mental conditions unfitting a teacher to associate with 
students, persistent violation or refusal to obey college laws, conviction of 
a felony or crime involving moral turpitude, violation of certain sections of 
state codes, and membership or activities in subversive groups. 

Various permanent teacher dismissal cases on record show that the 
odds of winning are in favor of the accused instructor. In cases of dismis- 
sal for incompetence, a board must prove that it has warned the teacher of 
the incompetence and has furnished him with an opportunity to correct his 
faults and overcome his problem. In cases of dismissal for mental dis- 
ability, a board cannot or should not act until the subject has been exam- 
ined by a recognized psychiatrist Although the teacher must submit to 
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the examination, he may have his own psychiatrist or physician present 
at the examination. These and other difficulties surroundi ng the dismissal of 
permanent teachers undoubtedly prompt many school boards to take occa- 
sionally an easier route: that of keeping the teacher but making life so 
miserable for him that he may ultimately resign. 

As stated previously, probationary teachers lack certain dismissal 
rights enjoyed by tenured teachers. While probationary teachers can be 
dismissed rather easily at the end of a school year, normally they cannot be 
dismissed during the school year except for cause, in which case they have 
the same kind of protection given to tenured teachers. When dismissed at 
the end of a school year, probationary teachers may request and receive a 
written statement of the reasons for dismissal. The stated reasons should 
relate solely to the welfare of the schools and students thereof. Sometimes 
the board may grant the teacher a hearing. In very Luge districts, a hear- 
ing officer (a qualified neutral) may preside over the meeting. 

In almost all cases, probationary teachers lack the right of judicial 
review on the question of the sufficiency of reasons for dismissal. Actually, 
a dismissal of a probationary employee at the end of his contract year is 
not so much a dismissal as a refusal to rehirc or rccontract. It is probably 
true that most teachers accept the opportunity to resign before the end of 
the contract rather than he disgraced by dismissal or open board hearings 
concerning dismissal. Occasionally, this acceptance may be unfortunate, 
because if he knows that his case is just, the teacher should face up to his 
professional responsibility to help rid a district of injustices against himself 
and other teachers. Although distressing, sometimes n public bearing is 
worthwhile and even advantageous to the profession. 

Leaves from Duty 

You should already be familiar with school holidays and periodic time off 
in the school year, to be enjoyed by students and teachers alike. Perhaps 
no other profession can boast of as many holiday leave benefits as does 
teaching. However, tradition alone is not a sufficient reason for lire con- 
tinuation of holiday leaves. The chief reason stems from an understanding 
of the nature of teaching and learning. Both activities involve a rigorous 
taxing of the mind, and research of these activities has shown that both 
teachers and students function more proficiently with intermittent relief 
from their mental activities. Mental vigor can be renewed and strength- 
ened jjjotc easily, sot free) constant strain but by these frequent breaks in 
continuity. Another way to regard holiday leaves is that they arc appro- 
priate compensating factors for teachers, receiving as they do salaries 
somewhat less than is normal for other professions requiring similar prep- 
aration. 
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Community and junior colleges operate generally on the same sched- 
ules as do the elementary and secondary schools. The normal opening 
time is the day or week after Labor Day in the fall, and the normal clos- 
ing time is the end of May or the first or second week of June. Senior colleges 
and universities, on the other hand, usually open a week later in the fall 
and close a week earlier in the spring. Only a few two-year colleges, chiefly 
branches of senior colleges and universities, follow the same schedules of 
these higher institutions. 

Teaching contracts are normally for ten months duration ( September 
1 to July 1), although actual employment time is closer to nine and a half 
months. The nine-month or ten-month contract gives the teacher a long 
summer when he can earn further credits in a university, accept other em- 
ployment as a diversion, travel, engage in independent study or writing, or 
simply loaf. Most junior colleges operate their own summer schools for six 
weeks or more, in which case the teacher may wish to earn extra income 
through summer teaching at his own school. Even with summer school, 
most institutions dose down instruction for part or all of August. Becom- 
ing more prevalent is the quarter system or year round operation in which 
teachers are given one quarter for their vacation period, not necessarily 
the summer quarter. 

Official holiday leaves arc set by the various state education codes or 
by local mandates. Two weeks usually arc allowed for Christmas vacation 
and one week for Easter vacation. In many cases, a district allows its 
teachers one or two days (of no classes) between fall and spring semesters 
or between quarters. Colleges may (mandatory under some state laws) 
allow affected teachers to be absent for certain religious holidays not in- 
cluded in the official holiday calendar. 

Teachers are granted short leaves of absence if a member of the im- 
mediate family should become critically ill or die. Immediate family mem- 
bers include mother, father, husband, wife, son, daughter, brother, or sis- 
ter. Sometimes the leave is granted for other near relatives living within 
the immediate household. Short leaves for bereavement or critical illness 
may be granted with pay; an extension of the leave normally results in loss 
of pay. 

Our survey showed that the majority of states have no uniform statu- 
tory laws affecting junior college sick leaves, such policies in most states 
being left to local districts. At least ten states had sick leave laws affecting 
CJC teachers during 1967. These laws included the grant of so many sick 
leave days per year, accumulative indefinitely in some states. At least one 
allowed the teacher to transfer his sick leave to another district within the 
state. 

When a teacher is absent from his school duties because of illness, he 
is paid full salary for each day of earned sick leave he has coming to him. 
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If his illness extends beyond his accumulated sick leave days, he may, in 
some cases, be paid the difference between full salary and what is paid to 
his substitute; such a benefit may not exceed a certain period of time in 
these cases. Many districts require that illnesses be verified by a doctor. 

A sabbatical leave is that which is granted normally after six or seven 
years of employment in one college. The leave may be for one-half year at 
f ull salary or one full year at half salary in most cases. A board sometimes 
may provide that the leave be taken in separate six-month periods when 
a year’s leave is requested; in this case a divided one-year leave is com- 
pleted generally within a three-year period. Salary payments for the most 
part are provided on the same monthly basis as for the remainder of the 
college staff. A sabbatical leave policy may require the teacher to furnish 
the college district with a suitable bond indemnifying the board against 
loss in the event the teacher fails to render at least two years' service in 
the district following the return of the teacher from his leave. Sabbaticals 
may be granted more than once to the same teacher as long as he has com- 
pleted the required years of service between such sabbaticals. 

In the United States, approximately one-third of the two-year colleges 
have sabbatical leave plans in operation, according to Litton’s survey 
(219). His study revealed that nearly half of the public junior colleges 
granted sabbatical leave; of the non-public junior colleges responding, less 
than one-fifth had sabbatical leaves in operation. Six states— Michigan, 
New York, Pennsylvania, Illinois, Washington, and California— accounted 
for 65 percent of the colleges reporting sabbaticals (273). Our survey in- 
dicated that these leaves were largely a matter of local policy rather than 
state mandates. 

Sabbaticals are allowed for such purposes as self-improvement through 
study, research, or approved travel. Of prime importance is that sabbatical 
leaves should result in increased benefit to the college students who arc 
to be taught by the teacher when he returns. It is not intended that sab- 
baticals be used for personal purposes nor for mere pleasure or vacations 
but to increase the proficiency and competency of the instructor and to 
bring more excellent instruction to the college program. 

A leave of absence for one or two semesters may be taken by perma- 
nent and probationary teachers by making application in writing to the 
college board and receiving its approval. While such leaves normally are 
granted without pay, a particular college could decide to pay the teacher 
the difference between his regular pay and that of his substitute. Some 
acceptable reasons for the ordinary leave of absence arc (1) Improvement 
of impaired health, (2) graduate study or research, (3) exchange teach- 
ing or teaching in an overseas institution, (4) military service when the 
teacher is drafted or tailed to duty, and sometimes (5) extensive travel for 
educational purposes, (6) pregnancy, (7) jury duty, and other reasons. 
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Insurance 

Some states provide insurance programs for CJC teachers. Perhaps the 
most common state program is industrial accident and illness insurance. 
Monies deposited in a state compensation insurance fund cover teachers 
free of charge. If the teacher suffers any kind of personal injury while in 
the performance of his school duties, his expenses are paid by this kind of 
policy. A state’s labor code may require that the teacher be provided with 
disability indemnity for expenses connected with the injury and for any 
resulting accident or illness leave. 

All public and private CJC teachers should have access to some form 
of group hospital insurance, which is much cheaper than an individual 
policy. Group insurance plans arc sponsored by a local or state faculty 
association, by a national organization such as the National Education 
Association, or by an association of teachers in one subject area. Such 
group programs usually require that a certain percentage of a college fac- 
ulty become members before the group plan is put into effect. District con- 
tributions stabilize health insurance plans and often result in lower premi- 
ums. Other group programs, besides health and hospital insurance, are 
available usually for those interested in income protection, life insurance, 
home insurance, all-coverage insurance for personal effects, and automo- 
bile insurance. 

Related closely to insurance protection are the many local and state 
federal credit unions for teachers. As a member of a teachers’ credit union, 
you can secure various types of loans, often with automatic insurance 
which pays off the loans in case of the member’s death. Most of these 
unions include savings accounts that earn favorable interest rates. Other 
services of a credit union may include a mutual fund for teacher invest- 
ments, a special services program which offers discounts in the purchase 
of goods and services, and perhaps an automatic professional liability pol- 
icy which protects teachers from law suits arising from responsibilities in 
teaching. 


Professional Memberships 

Aside from a membership in the National Education Association, the 
teachers stromiest professional membership may be in his own state teach- 
ers association, normally affiliated with NEA. Belonging to these two asso- 
ciations is more of an obligation than a requirement, although some col- 
leges may exert pressure upon a teacher to obtain these memberships. 
Professional membership in general and subject -oriented associations 
sometimes includes many special benefits not necessarily given to non- 
members. All teachers, however, have an ethical responsibility to support 
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their national and state teachers' associations, and the greatest support can 
be given through membership. 

In lieu of or along with membership in state and national NEA 
groups, the teacher has the right to join the somewhat contrasting Ameri- 
can Federation of Teachers, AFL-CIO. Both the AFT and the NEA work 
continuously toward the betterment of teachers and education but differ 
strongly in some of the methods used in reaching their goals. The AFT 
generally is more inclined to be amenable to teacher pickets and strikes 
than is the NEA. The latter’s position is that teachers should continue 
working, whatever the problem, while professional negotiations are carried 
on with local and state authorities for teacher, student, and school im- 
provements. In the 1968 national convention of NEA, delegates passed a 
resolution which softened the policy on teacher strikes. You, the teacher, 
must decide where your loyalties lie and which of the two groups you 
should join if only one membership is desired. 

Some memberships at the state and national levels are limited to col- 
lege teachers. At the national level is the American Association of Univer- 
sity Professors, 1785 Massachusetts Avenue, N.W., Washington, D.C. The 
association’s name is somewhat misleading, for membership is open to 
college as well as university faculties and to instructors as well as profes- 
sors. The organization was formed in 1915 with a charter membership of 
1,362 full professors. Membership in 1969 included over 90,000 college 
and university teachers of all ranks and 1,143 local chapters on various cam- 
puses. A constituent member of the American Council of Education, the 
association’s aims are to defend academic freedom and tenure rights, to 
improve faculty salaries and fringe benefits, to maintain academic and pro- 
fessional standards, and to promote faculty roles in college and university 
government. Its main publication is a quarterly magazine, the AAVP Bul- 
letin. The first president of the association was the distinguished educator 
John Dewey. 

Another national association, although not designed strictly for indi- 
vidual faculty membership, is the American Association of Junior Colleges, 
with headquarters at 1315 16th Street, N.W., Washington, D.C. The asso- 
ciation is organized primarily for institutional membership, but it serves a 
valuable purpose for junior college faculties as well. Along with publica- 
tion of research and related information pertaining to the two-year college 
in the United States, the association produces a monthly Junior College 
Journal to which faculty may subscribe. 

A recently organized association is the National Faculty Association 
of Community and Junior Colleges. Affiliated with the National Education 
Association, this organization restricts its membership to teaching faculty. 
Its purpose is to advance faculty interests, and it invites membership from 
both public and private institutions. It has headquarters at 1201 16th St., 
NAV, Washington, D.C 
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The American Association for Higher Education is a national organi- 
zation open both to teaching and administrative faculty. It has members 
from every type of higher education institution, not only in the United 
States but in many foreign countries as well. The AAIIE is also an affiliate 
of the National Education Association. Its mailing address is the same as 
that of NFACJC. 

At the state level there are many associations for two-year college per- 
sonnel. These state associations tend to do locally what the AAUP and the 
AAJC do nationally. As indicated in our national survey results, only three 
states reportedly had associations of junior college faculties in 1968: Cali- 
fornia, Minnesota, and Texas. Seventeen states reported state institutional 
associations. Thirty-three states did not indicate any existing junior college 
associations. In general, faculty associations are more inclined to work to- 
ward improving the lot of junior college teachers than are the more gen- 
eral associations. 

State organizations are understandably most effective at state level, 
because they commonly maintain liaison with members of the state legis- 
lature and often act as communication channels, voicing the attitudes and 
opinions of their members. State organizations tend to be less effective 
nationally, because they represent but one voice in fifty. Consequently, the 
national organizations frequently serve as reservoirs of fact and opinion 
related to national legislation. At both state and national levels the concen- 
trated voices of higher education are greater than that afforded to one 
individual. 

Along with considering membership in these associations, you should 
belong to the professional group organized around your special area of 
teaching. The combination of all of your professional memberships should 
bring you personal stimulation, advancement, and enlightenment as well 
as many more impersonal benefits which generally improve your profes- 


Miscellaneous Benefits 

The benefits discussed so far are of major importance to most teachers, but 
there are many other miscellaneous benefits worth mentioning. One of 
these Is the opportunity to teach, a factor considered greater in the CJC 
than in any other level of higher education. Marsee says, “It is generally 
understood that junior colleges are teaching institutions— not research cen- 
ters. It is true that faculties of junior colleges are not ‘research oriented,' 
compared to faculties of four-year colleges and universities. One of the 
attractive features of the junior colleges is that instructors are not con- 
fronted with the frustrations of progression through the system of 'publish 
or perish'” (227:25). 

Another concern of teachers is academic freedom. It is important to 
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note that there is no clause in the Constitution which guarantees a teacher 
the right of academic freedom, although the "reserved to the states’ doc* 
trine of the Tenth Amendment may imply this right. College boards have 
the power and obligation to determine the nature and extent of academic 
freedom in their institutions. Most colleges have protected this freedom for 
teachers. McKenney establishes the fact that "there is evidence to assume 
that academic freedom on the college level is becoming broader and more 
respected" (2-15:6}. 

Of course, there arc limitations upon academic freedom. The AAUP 
19-10 statement of principles indicates that teachers must relate their use 
of controversy to their subjects and, in effect, must instruct rather than 
persuade. The teacher is also warned that when he is speaking in the com- 
munity, he must make it clear that he is acting as a citizen rather than an 
institutional spokesman, ns the public may judge his profession and his 
institution by his utterances. The point is also made that "limitations of 
academic freedom because of religious or other aims of the institution 
should be clearly stated in writing at the time of the appointment.” Aca- 
demic freedom varies with the region or state. Branch colleges and exten- 
sion centers may have the same freedom as their parent institutions. Ur- 
ban area colleges are more permissive than rural area colleges. Church 
colleges tend to restrict freedom in relationship to aims. Public community 
colleges, if locaffy controlled, have conservative tendencies. 

Clark reports advantages or benefits of CJC teaching in his study of 
San Jose (California) Junior College teachers (00:125). He cites the fol- 
lowing: (1) age level of students, greater maturity, (2) voluntary enroll- 
ments, (3) relative academic freedom. (-1) greater depth of subject matter 
usage, (5) opportunities to help students who arc undirected, (6) more 
interest from students, (7) more business-like students, and (8) absence 
of discipline problems, compared to high schools. 

Blocker and his colleagues list somewhat different advantages and 
benefits (29:156): (1) part of a dynamic movement, (2) opportunities for 
experimental teaching, (3) no doctorates required. (4) status in the com- 
munity, (5) less supervision and control than elementary and secondary 
teachers have. (6) opportunities for promotion, (7) stimulating teacher- 
student relationships, (8) good pay, (9) opportunities to enter university 
teaching, (10) opportunities to work on doctorates while leaching, and 
(11) participation in shaping a new image of an expanding community 
college. 
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reading and specialized study), correction of papers, conferences with in- 
dividual students, participation in non-classroom responsibilities both at 
the institution and in the community and recreation’’ (230:2). The Mary- 
land State Department of Education considers the standard teaching load 
to be about 15 hours, with lab or shop teachers not assigned ordinarily 
beyond 20 to 22 standard class periods per w eek. 

Our college-faculty survey revealed an overall average load of credit 
hours per week as exactly 14, with averages starting at 131! for composi- 
tion and literature teachers to 14.9 for mathematics and social science 
teachers. The overall contact hours per week were 15.4, with averages 
starting at 14 for health education teachers to 17 for music teachers. As for 
numbers of students assigned to teachers, the overall average was 145 per 
term. Music and engineering teachers averaged 103 students as the lowest 
figures, while social science teachers had the highest average at 232 stu- 
dents per teacher per term. Although the samples weic small, these figures 
are in line with prevailing standards found in most states. 

Discussed frequently in junior college literature is the benefit to part- 
time junior college teaching by full-time employees in such business and 
professional jobs as research science, merchandising management, opera- 
tion analysis, construction and management engineering, social work, re- 
search chemistry, aerospace technology, internal revenue, biological ocean- 
ography, commercial art, naval astronomy, and personnel management 
(213). Kennedy reports a study of 935 part-time staff members in Illinois 
and Maryland junior colleges and indicates that the extent of this oppor- 
tunity’ is very wide (202). 

The regular staff can also find in the junior college extra remuneration 
from night and summer school teaching, from voluntary research and 
publication projects, and from consulting services. 

The Status of Benefits 

The most complete and recent studies of benefits were two doctoral dis- 
sertations completed at Florida State University in 1967. These companion 
studies were written by Findley (115) and Roberts (315). Findley studied 
fringe benefits in private junior colleges, while Roberts covered the same 
ground in public junior colleges. The researchers covered all the colleges 
listed in the J 966 Directory with repbes from most of the schools. The 
studies dealt with individual schools rather than with states as a whole. 
Twenty different fringe benefits were covered in the surv ey' with each one 
being found in at least a few junior colleges. Although the studies were 
not available at the time of our compilation of facts, the authors, through 
Dr. Maurice L. Litton of Florida State University, provided us with sum- 
mary data. The major benefits are listed here with the percentage of two- 
year colleges offering them: health insurance (94.0), faculty travel (932!), 
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retirement (91.3), sick leaves (83.2), major medical insurance (81.3), so- 
cial security (65.8), life insurance (60.2), leaves without pay (56.1). 
leaves with pay (48.3), faculty club (33.9), on-campus health services 
(31.2). 

The private and public junior colleges differed considerably in these 
areas. A greater percentage of public junior colleges offered these services 
in every ease except on-campus health services. The greatest difference 
was in sick leaves: public, 92.3 percent; private, 58.9 percent. 

In conclusion, we can find numerous benefits for junior college teach- 
ers, but the Findley and Roberts studies show us they arc not all standard 
among the junior colleges. Nevertheless, every CJC will have some form 
of major and fringe benefits to offer us. They can be yours shortly after 
you sign a contract to leach in one of the nation's two-year colleges. 



Chapter 3 


Employment Requirements 
and Techniques 


Proper counseling of CJC teacher trainees demands orientation into the 
college setting. Included should be developmental history and teacher ben- 
efits and opportunities as well as a thorough investigation into employment 
requirements and techniques. Paramount, of course, is being enrolled in 
a junior college teacher training program and matriculating toward the 
necessary degree for employment. If you happen to be already employed 
in some technical or vocational field, you may still find it necessary to take 
some preparatory courses in some college or university. 

Those persons aspiring for administrative positions must accumulate 
several years of successful teaching experience. Subsequently they can 
enroll in junior college leadership programs, such as those offered by 
Teachers College of Columbia University, University of Florida, Florida 
State University, University of Texas, University of California, Stanford 
University, and the University of Southern California. Typical programs 
lead to an Ed.D. or PhT). with a major in higher education allowing full- 
time or part-time study w hile professionally employed. 

Junior college teacher training programs did not appear until after 
1950. In that year, not a single college or university offered a preparation 
program for junior college teachers (398). By 1955, at least 23 institutions 
were reportedly offering such programs (70). In 1969, at least 100 exten- 
sive programs were offered in various institutions. In that year, for in- 
stance, on a half -million dollar grant by the Ford Foundation, the St Louis 
Junior College District and Southern Illinois University were cooperating 
on an internship for teachers. The University of Southern California had 
cooperating programs with many junior colleges in the Los Angeles area. 
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An examination of the college catalog for an institution should reveal the 
depth and scope of the curricula in junior college education. 

Employment requirements and techniques to be discussed in this 
chapter include the following: state certification requirements, training, 
experience, personal qualities and attitudes, placement offices, selecting a 
college, written applications, interviews, and adjustments after employ- 
ment. 

State Certification Requirements 

A state teaching certificate, sometimes called credential, is a license which 
asserts that a state has examined a teacher’s qualifications and has found 
him eligible to teach at a specified level and in a specified subject area 
within the public, parochial, or private schools of the state. All states re- 
quire public elementary and secondary staffs to be certified by the appro- 
priate agency within each state. Some others also require certification 
for teachers in public junior colleges, public kindergartens and nursery 
schools, and parochial and private schools. 

In states requiring junior college teaching certificates, teachers gener- 
ally follow similar certification requirements. These requirements may in- 
clude United States citizenship, oath of allegiance or loyalty, securement 
of employment, recommendation by a college or employing officer, a spe- 
cific age requirement (usually eighteen years), a fee requirement, a gen- 
eral health certificate, a chest X ray, and a special course requirement An 
example of the latter requirement is a successful course credit or an exam- 
ination on the Constitution of the United States. Professional education 
courses and directed teaching arc also frequently required. The lowest de- 
gree requirement normally is the bachelor's degree, although a master’s 
degree often is an employment prerequisite. Additional conditions for the 
credential may include identification cards with physical description and 
fingerprints; evidence of good moral character, such as a letter from a 
church leader, and, of course, college and university transcripts of courses 
taken and degrees earned or an official letter from the higher institution 
(acceptable to the state) verifying the amount of work and degrees taken. 

In 1968, at least six states required the oath of allegiance or loyalty, 
although this requirement has lately been questioned in the courts. Typi- 
cal is the California oath required of teachers: 

I solemnly swear (or affirm) that I will support the Constitution of the 
United States of America, the Constitution of the State of California, and 
the laws of the United States and the State of California, and will by 
precept and example, promote respect for the Flag and the statutes of the 
United States and of the State of California, reverence for law and order, 
and undivided allegiance to the Government of the United States of 
America (Section 61, California School Code). 
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Training 

Perhaps the most significant philosophy in this text is that junior college 
teaching differs appreciably from teaching at other levels (185-.2L6). The 
major differences involve not only the age and type of students and par- 
ticular institutional functions but also the degree and amount of teacher 
preparation needed. The typical junior college teacher needs greater depth 
of subject matter than the typical high school teacher needs. And he re- 
quires greater breadth in a field of knowledge than does the typical col- 
lege-university teacher. He is like the medical surgeon who has greater 
knowledge than the general practitioner but does not specialize in any one 
type of surgical operation. In short, his level of training must be different 
from and approximately midway between that required of high school and 
college-university teachers. 

In 1919 the American Council on Education reported that either 
knowledge or experience in the following areas were needed in the pre- 
service preparation of junior college teachers: (X) philosophy and back- 
ground of junior colleges, (2) growth and development and special prob- 
lems of junior college students, (3) curriculum construction and the art 
and science of effective instruction, (4) supervised teaching in the junior 
college, (5) understanding of the occupational and general education serv- 
ices in the junior college, (6) occupational competence for occupational 
instructors, and (7) training in a special and broad teaching field for aca- 
demic or general education teachers (384:11-13). 

These needs remain virtually unchanged today. On the subject of 
preparation of junior college teachers, the Garrison study noted that fac- 
ulty themselves expressed needs in virtually all seven areas, the study was 
released in 1967 (126:70-74), Many states express similar needs. Arizona, 
for example, currently has requirements covering the seven areas. Among 
other things, the state required for the junior college certificate certain 
professional education courses, special junior college courses, and practice 
teaching that would enhance the teacher’s proficiency at the junior college 
level (10). Charles and Summerrr (57), Maul (232), Blocker (26), among 
several others, provide insight into the needed training of junior college 
teachers. 

Findings seem to indicate little change in the necessary training pro- 
grams in the last twenty years, but another view is expressed by one pri- 
vate college dean who wrote in a letter to us, “In general, we do not want 
special training for junior college teachers. Cood liberal arts training, the 
necessary degrees, and the enthusiasm, ability and motivation for teaching 
in a four-year or a two-year liberal arts institution remain our criterion for 
teachers" (336). 

Virtually all junior colleges in the nation arc free to require teacher 
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training above the minimum requirements set by accrediting agencies and 
state certification laws. One may be allowed to teach with only a bacca- 
laureate degree in most states, but the master’s degree for teaching aca- 
demic subjects is today’s standard for CJC employment. Post-graduate work 
beyond the master's degree is favorably acknowledged, but the majority of 
junior colleges are not searching strenuously for people with the doctorate. 
The feeling Is strong that doctors of philosophy or education, because their 
programs have been organized traditionally, are too narrowly specialized 
to offer much or to find satisfaction in teaching courses at the freshman 
and sophomore levels (126:70). Junior college teachers secure doctoral 
degrees more for personal satisfaction and professional growth and ad- 
vancement than for any practical need for CJC teaching.* 

In preparing for his college degrees, the teacher majors and minors in 
academic subject areas, professional fields, or vocational-technical pro- 
grams in which he wishes to teach. Academic subject areas include the 
natural sciences, social sciences (usually other than education and educa- 
tional methodology), humanities, mathematics, fine arts, or other subject 
areas equivalent to those of an academic subject. Preparation is completed 
usually in graduate schools of arts and sciences. Professional schools are 
the sources of teachers in nursing, library, business, social work, agricul- 
ture, engineering, and education. 

A third type of junior college teacher, found more frequently in larger 
community colleges with diversified offerings, is the one who gains most of 
his knowledge from experience rather than from university courses and 
degree programs. He teaches the vocational-technical subjects in such 
areas as auto mechanics, building construction, cosmetology, and drafting. 
He may or may not have earned a degree from technical-vocational schools 
in colleges and universities. 

In addition to becoming a scholar who has mastered a subject area or 
a craftsman who has mastered a skill, the junior college teacher also needs 
specific preparation and training in the art and sciences of teaching his 
subject (126:70-71). If superior teaching is indeed a prime CJC objective, 
then the trainee must take certain methodology courses to enhance this 
goal. He must study the philosophy and methods of teaching and learning, 
the psychology of junior college age groups, the instructional aids, and 
testing and measurement. He must cop these practical courses with the 
most practical of them all— supervised teaching at the junior college level. 

aa-Ae-fob entemr&ip skews hiw ter practice kit mctksdc&g)' stsd 
theory upon actual students in a two-year college. While some education 
course requirements for teachers may be virtually useless, as so many have 

* As this book went to press, « noted rumblings for a new kind of teaching doctorate 
for CJC teachers. An example of a doctor of arts degree in teaching was written by 
Mary Wortham in the December 1967 issue of the AAVP Bulletin. Within a few 
years the new doctorate may be a reality in many university training programs. 
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claimed, those described here are very significant to success. Common 
sense should tell us that mastery of a subject docs not guarantee a built-in 
ability to teach it. Some of our greatest scholars have poor reputations as 
teachers, and some of our greatest teachers have poor reputations as schol- 
ars, Our aim is to gain proficiency in both scholarship and teaching ability. 
Chapters Seven and Eight provide discussion of the problems in teaching 
proficiency, 

A third major area of preparation for CJC teaching is the study of the 
institution itself. In higher education, one should know something of the 
environment in which he works. We are talking about the history, philoso- 
phy, and purpose of highcT education, and particularly about the CJC as 
an institution. The previous chapters have discussed the general develop- 
ment and status of this institution; remaining chapters add additional 
comment. 

Experience 

After a trainee completes his educational program, what are his chances 
of going directly into CJC teaching 5 Hie Research Division of the National 
Education Association reported that in 1959 about 20 percent of the new 
junior college teachers came directly from graduate schools. Maul's 1965 
study shows the percentage to be 23.7 for all junior colleges-23 0 for pub- 
lic and 27.2 for private (232:8). A 1963 study reported that the majority of 
2,783 new faculty members in 429 public and private two-year colleges in 
fifty states and territories had been hired without any previous teaching 
experience (26). Excellent credentials and recommendations help tremen- 
dously. One or more faculty members or administrators may know a recent 
graduate and recommend him. Perhaps the new graduate attended the 
junior college for his lower-division work and made a vivid impression 
upon those who influence or have a hand in hiring. There are many vari- 
ables which may be advantageous to the new teacher securing a CJC posi- 
tion as his first job. 

On the other hand, teaching experience should count heavily in em- 
ployment, especially if the teacher Is equal in training and degrees to other 
candidates for a position. Most studies show that the largest group of new 
CJC teachers come directly from high school teaching. For example, new 
research division studies reported in 1965 that, through eight years of in- 
vestigation from 1957 through 1965, three of every ten new junior college 
teachers came from high school positions; the percentage was 32.2 for pub- 
lic and 22.3 for private junior colleges, 17,1 percent came from staffs of 
colleges and universities, while 115 percent came from business and indus- 
trial occupational fields. These three groups were the largest as far as ex- 
perience categories arc concerned (23.8). Our own college faculty survey 
found nearly 50 percent of the respondents had worked previously in high 
schools. 
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The use of so many former high school teachers at the junior college 
level is understandable. College employing officers tend to regard high 
school teaching as a prosing ground for CJC teaching. Both institutions 
tend to emphasize teaching rather than research and publication. Also, 
upper classmen in a high school are not far removed from CJC students 
insofar as their basic characteristics are concerned. Furthermore, high 
school teachers tend to be more available, more interested in moving into 
higher enducation where they can often obtain increased professional pres- 
tige and teaching benefits. We conclude, however, that those who have 
taught successfully in a CJC usually get the highest consideration for em- 
ployment, with senior college and university teachers, high school teachers, 
and elementary teachers following in order. The most important previous 
experience, then, is that which employers relate most closely to CJC needs. 

Other important employment criteria are the stability of previous 
teaching experience and the number of years devoted to teaching service. 
A person who has taught eight years in one school could be considered 
more stable and qualified than one who has taught a total of twenty years 
in many different schools. The number of times one has been offered ten- 
ure in different schools could be an important criterion to some hiring 
officials. Teaching experience supplemented by professional or technical- 
vocation field experience is better than either of these alone, according 
to many college officials. For instance, a drama teacher with five years of 
professional theater experience and five years of teaching may have a bet- 
ter chance for a new teaching job than one with ten years of experience in 
either of these areas alone, other considerations being equal. 

Personal Qualities and Attitudes 

To secure and hold a CJC position, you need to have certain personal 
qualities, attitudes, and abilities that are not necessarily guaranteed by 
training and experience. A study by Endicott shows that personal quab'ties 
may be the most important criterion for job securement; of secondary but 
necessary importance are courses in a major or teaching field, followed by 
grades in these courses ( 101:19). Think of yourself as you read the follow- 
ing items, which could be considered as one selected list of "Ten Com- 
mandments" for successful junior college teaching. 

1. You must desire and enjoy teaching. There arc hundreds if not thou- 
sands of different occupations and professions in our society. Are you 
positive that teaching is what you want to do through most of your life? 
Practice teaching should help to provide an answer. If you use teaching 
merely as a fill-in or stepping stone to some other profession, the chances 
are that you will not be the most effective teacher— or a happy one. 

2. You must prefer teaching a variety of adults, young and old. Students 
at these levels are distinctly different. If you teach at the collegiate level 
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when your interests and aptitudes lie in another level, you may be an un- 
happy and ineHective teacher. 

3. You must be sold on the values and contributions of junior college edu- 
cation to society. If you teach in a CJC without being convinced that it is 
serving a worthwhile purpose in education and that i t should have as much 
respect and value as any other type of college, you may be discontented 
and ineffective. 

4. You must like a community college atmosphere of academic work and 
life. Local junior colleges have very close identification with specific com- 
munities and therefore generally create a different atmosphere from one 
surrounding senior colleges and universities. Local two-year colleges arc 
as much a part of communities as are local elementary and secondary 
schools. Within the academic work and life in the CJC, you should find a 
suitable academic climate. 

5. You must be reasonably satisfied with the maximum salaries and bene- 
fits you can obtain at the two-year college level. As you discovered in 
Chapter Two, some teaching benefits are shared by teachers at all levels 
of education, but some others relate only to the junior college. You cannot 
make your maximum contribution without being reasonably satisfied with 
what the CJC can offer to you personally. 

6. You must be dedicated to your task. You arc dedicated if you utilize all 
of your energies and enthusiasm in the job that must be done. Fulfilling 
the five previous commandments does not automatically imply that you 
have this dedication. Here we are talking about total commitment and vital 
drive and motivation. We are talking about inspiration and eagerness, re- 
sourcefulness and industry. 

7. You must be vitally concerned about the growth and develoyment of 
your students. Your task is to take your students down the educational 
path toward certain goals. Your aim must be to help these people obtain 
some measure of success as they traverse this path and to enhance their 
growth and development by fostering in them the pride of self-accom- 
plishment. No other aim in teaching can be as significant. 

8. You must sfrit'e to become an excellent teacher, one who knows and 
uses effective methods and techniques. Fostering positive growth and de- 
velopment depends, in part, upon desirable teaching procedures. Class- 
room procedures and policies will vary even among excellent teachers, but 
there is a general standard conducive to the best climate for learning. Your 
methods must relate to two realities of community junior college teaching: 
its transfer courses are restricted to the lower division; its student body 
may include many who are neither highly motivated nor academically 
strong. 

9. You must know your subject matter and students and express positive 
attitudes toward both. If methods and techniques are half of teaching skill, 
then subject matter mastery and knowledge of students are the other half. 
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Mastery of subject matter should develop with teaching experience, and 
the teacher must continually leam from this experience in order to improve 
his mastery. Your ultimate success also depends upon the degree of en- 
thusiastic, optimistic feelings you have toward both your discipline and 
your students. 

10. You must have other personal attributes that make you a genuine , 
empathetic human being. You may not be the kind of person who is denied 
a teaching certificate on grounds listed in various state education codes, 
but you might be a rather unhappy person. According to Pullias, you can 
be no better as a teacher than you are as a person (295:41). Though 
needed personal traits may be extensive, generally you must be a well- 
adjusted, socially acceptable person, and with your students you need to 
be fair, friendly, and firm. 

Other writers might list slightly different commandments, but this 
checklist is valid. It embraces general recommendations in areas of per- 
sonal qualities, attitudes, and abilities necessary for effective and happy 
teaching. 

Placement Offices 

A national association of placement chiefs and bureaus is the Association 
for School, College, and University Staffing (ASCUS). The association 
grew out of a 1923 meeting of college department bureau secretaries and 
was known for nearly thirty years as the National Institutional Teacher 
Placement Association. It changed its name in 1962 to ASCUS. The pur- 
poses of the association relate to standards, cooperation, information, pro- 
motion, enhancement of the concept of staffing, and research (356:168). 
The ASCUS Annual is free to teacher candidates registered with the place- 
ment bureaus in an institution holding membership in ASCUS. It includes 
a list of all member bureaus along with numerous advertisements for 
teaching positions in all parts of the nation. The annual should be of valu- 
able assistance to you in finding a CJC position. 

Shortly before or after your graduation from a college or university, 
you should establish a personal file with a placement office. The two prin- 
cipal types of documents kept in a personnel file are (1) transcripts of 
college and university credits and degrees and (2) various letters of rec- 
ommendation testifying as. to your experience and q'ialifieation.t. toe teach- 
ing. It is your responsibility to request these documents and other neces- 
sary materials for your file. The placement office usually furnishes you with 
its own blank forms for letters of recommendation. You must send these 
to people who know your work and will offer the highest type of recom- 
mendation to prospective employers. These letters are returned to the of- 
fice and kept in your confidential file until they are sent to prospective 
employers. 
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In general, a placement office will not include in your file a letter 
which is, in essence, more of a denunciation than a recommendation. In 
fact, it is unethical for a person to write a recommendation if he cannot, in 
good conscience, write an effective one. According to one Indiana study, 
letters of recommendation may fall short in predicting the success of new 
teachers (377:35). Copies of your transcripts of credits and degrees, of 
course, are requested from the transcript office of the institutions- Once 
your file is established, it is extremely important that you keep it active 
and up-to-date. For a rather complete discussion of the duties and respon- 
sibilities of both placement agencies and clients, see F aweett ( 109 ) . 
College or University Placement Office. In selecting the placement office 
most likely to be of life-long service, consider first the office of the institu- 
tion from which you have received your highest degree or graduate in- 
struction. Concerned about filling teacher vacancies at all levels of educa- 
tion, this office often knows of vacancies and makes recommendations for 
employment. Often this service is free, but some offices charge a nominal 
fee. Although it is unlikely that your institution does not have a placement 
office, you may leam of other institutional placement services in the Direc- 
tory of Membership of the Association for School, College, and University 
Staffing, 130 Sixth Street, N.W., Atlanta, Georgia. 

Slate Education Associations. In 1969, CJC teachers could turn to at least 
twenty-four state education associations for assistance in obtaining teach- 
ing positions. In most cases, these offices were maintained by state teachers 
associations which had listing services or active placement bureaus for 
teachers at all levels. Some arc exclusive junior college teacher groups. In 
some states an association placement service is free, usually to members 
only. In other states an initial fee is charged for registration and main- 
tenance of your confidential file, with perhaps a small percentage of the 
first year’s salary if the teacher is placed directly by the office. 

State Department of Education. Like teacher associations in many states, 
various departments of education also maintain position listing or place- 
ment offices which are free, or charge fees or percentages of the first year’s 
salary. These services in 1969 were in at least IS states. If office addresses 
arc missing among the state entries in Appendix A, you can write directly to 
the respondents named with these entries; if they do not forward your 
letter to the right office, at least they will furnish you with the proper 
address. 

Stale and National Public Employment Service. The United States Em- 
ployment Service coordinates about 1,900 local offices of state employment 
services which serve teachers, supervisors, and administrators at all levels 
of education. By filing your papers in any of the local employment sendee 
offices, >ou may have your application referred to one or more other states 
through the Professional Office Network. In 1969 the network had 122 
offices that had been designated as nationwide professional placement 
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offices. Supporting and supplementing the network were centralized 
teacher placement offices in 17 states and the District of Columbia. The 
addresses in these states were as follows: 

Arizona: 207 East McDowell Road, Phoenix 85004 

Colorado: 251 East 12th Avenue, Denver 80203 

Connecticut: 500 Capitol Avenue, Hartford 06106 

District of Columbia: 1000 16th Street, N.W. 20036 

Idaho: 305 Main Street, Boise 83702 

Indiana: 10 North Senate Avenue, Indianapolis 46204 

Kentucky. Capitol Office Building, Frankfort 40601 

Massachusetts: 6 Somerset Street, Boston 02108 

Montana: P.O. Box 367, Mitchell Building, Helena 59601 

New Jersey: 601 Broad Street, Newark 07102 

New York: 444 Madison Avenue, New York City 10021 

North Dakota: 119 Second Street, Bismarck 58501 

Oklahoma: 107 North Robinson Street, Oklahoma City 73102 

Pennsylvania: Seventh and Forster Streets, Harrisburg 17102 

South Dakota: 310 South Lincoln Street, Box 730, Aberdeen 57501 

Texas: TEC Building, Teacher Placement Division, Austin 

Washington: Old Capitol Building, Olympia 9S501 

Wisconsin: 105 South Blair Street, Madison 53703 

Professional Associalions.We suggest here and elsewhere in this book that 
you should belong to one or more professional associations, for they can 
provide you with a stimulus for professional growth, opportunities for 
identification as an expert in your field, and acquaint you with specialists 
at other institutions. As a member, you can use placement services in many 
of these subject-area or general associations. Placement services offered by 
112 associations are found in Placement Services for Personnel in Higher 
Education (217). These associations frequently list job opportunities for 
college teaching in their journals and other publications. Tbe American 
Association of University Professors, for example, lists vacancies and 
“teachers available" in their AAUP Bulletin. For a small fee you can ad- 
vertise your credentials for a particular job. Many CJC teachers have se- 
cured placement in this manner. 

Commercial Placement Agencies. Private employment offices provide 
placement services for teachers. Generally, they charge a registration fee 
and, upon placement, a percentage of the first year’s salary'. The National 
Association of Teachers’ Agencies, 620 Case Building, 82 St. Paul Street, 
Rochester, N.Y., can proride you with a list of member agencies (58 in 
all) wliich have met certain standards and have subscribed to the associa- 
tion’s Code of Ethics. Not a member of NATA but used frequently by in- 
dependent school employing officers is the Cooperative Bureau for Teach- 
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ers, 22 East 42nd Street, New York, N.Y. Most of the reliable independent 
placement agencies advertise their services in the various journals of state 
teachers associations. 


Selecting a College 


There are various criteria in determining whether a particular college is 
where you should work. McKenna lists criteria to be considered (244:25). 
Selecting a teaching position, he says, is a more complex process than iden- 
tifying the top minimum salary. A new teacher must investigate the total 
salary structure, including fringe benefits. Security is more than tenure; 
it is when a college recognizes competency that superior teachers arc most 
satisfied and secure. The colleges in demand are those with well defined 
policies in both remuneration and security. Opportunity is equally impor- 
tant, McKenna writes. Greater consideration should be given to those col- 
leges which assume responsibilities for the advancing and upgrading of 
their teachers. Along with your own plans for personal improvement, these 
conditions-desirablc remuneration, adequate security, and the college’s 
desire to maintain its staff mcmbers-imply job satisfaction. 

Investigating these and other conditions may require you to visit a 
college, to talk with faculty members, to “feel out" the atmosphere of the 
campus, and to seek evidence of the college's character and status, aims 
and functions, policies and procedures. Many of your Endings can be made 
simultaneously with your actual application for a position, although prior 
evaluation, if possible, would save you time and energy in trying for a job 
you cannot fully appreciate. As you know, the two chief means of com- 
munication with a prospective employer are writing and talking, i.e., let- 
ters of application and interviews. The next two sections discuss these im- 


portant aspects of securing cm' 
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In most cases a letter of inqui ' ' ! ' 65971 CL. * Jachcr may 

have with a prospective cmpl the college 

if he is near enough, but this first contact is chiefly to determine if there is 
a vacancy. Rarely will he receive an interview until he has made applica- 
tion on the college’s official application form and until the college decides 
that he is worthy of an interview. Even if the teacher lives nearby, the 
letter is considered the most desirable method of initial contact. When 


something is put into writing, it becomes a record. It gives the college offi- 
cials a chance to evaluate the teachers ability at written communication, 
a necessary skill for all good teachers. It is more official than a phone call 
or visit, and it can be filed for reference. Start your junior college career, 
if there is to be one, by putting your first communication in writing, and 
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make that letter one that creates a favorable impression of you and, above 
all, one that is likely to bring positive results. 

How can the teacher create this favorable impression and bring posi- 
tive results? A college director of a placement bureau provides some an- 
swers (344:33). Use standard writing paper, use a standard business letter 
style of writing, spell words correctly, type (or write legibly in dark ink 
if you must) on white paper, be brief, and use about three or four para- 
graphs. Do not send a carbon copy or a printed form letter. The first para- 
graph should state the position you desire and why you are interested in 
the school. The second paragraph should refer to your background and to 
highlights of an attached resume. The last paragraph should request an 
application and state your availability for an interview. 

Perhaps these rules for paragraph content are standard. If so, there is 
still room for originality of organization and particularly language style. 
By all means, don’t treat your letter as if it were a fanciful creative writing 
project. Keep it brief and business-bke, but not too brief; a letter that says, 
“Dear Sir— I'm looking for a junior college position in the field of English 
and would like an application from you if there is to be a vacancy this fall 
—Yours truly” certainly fails to stimulate much interest. Although the 
writer might receive the application form with such brevity, he will not 
make a very good first impression. 

Your letter should not be too long. If you wish to go into detail in the 
first inquiry, you should include the information in a resume that accom- 
panies the letter. A rcsumi is an inventory of your background and quali- 
fications— a personal outline. Like the letter of inquiry, its main purpose is 
to get you an interview, to interest an official in your potential contribu- 
tions to his college. It is an excellent kind of job-hunting tool. If the resum£ 
is included, the letter itself can be rather brief. The letter and resume 
should not duplicate information. Keep in mind that the resume includes 
approximately the same information that is requested on an official college 
application form. Generally the facts are organized in outline form such as 
this: 


I. HEADING: Name, address, telephone number. 

II. PERSONAL DATA: Age, marital status, height and weight, per- 
haps a small photograph of yourself. 

III. POSITION DESIRED: Include appropriate description. 

IV. EDUCATION: List high schools and colleges and special school 
attended. Include majors and minors, degrees, and dates. 

V. TEACHING EXPERIENCE: List in chronological order the 
teaching positions held, beginning with the last position. In- 
clude places, dates, and responsibilities assumed. Be complete. 
Don’t omit any positions. 
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VI. MILITARY AND OTHER WORK EXPERIENCE: Give full de- 
scription with dates and places. 

VII. MISCELLANEOUS INFORMATION: List special skills and 
abilities, professional contributions and achievements {publica- 
tions, organizational memberships, honors and awards, etc.), in- 
terests and hobbies. 

You should avoid a lengthy resume in prose style. Be positive. A resume 
is a kind of advertisement for yourself. Don’t mention problems you have 
had at other schools or what you would like in your “ideal" college situa- 
tion. This advice is not as ridiculous as it sounds. Some people do include 
verbiage and suffer unwittingly. In one case, for example, a competent 
teacher mailed at least 30 application letters and resumes to colleges in the 
state. Only three responded and one of these finally granted an interview 
without hiring him. The reasons for the poor response? His resum6 was a 
40-page essay about every single Job he had held. He included all the nega- 
tive arguments from various unappreciative employers and his own com- 
plete rebuttals. The picture of his “ideal” situation was so unrealistic it 
could not be appreciated by prospective employers. Obviously, the resume 
writer must know what to say and bow much to say if the r4sum6 is to 
bring him success. 

The idea of multiple submissions of letters and resumes seems accept- 
able these days. If you were to wait for a reply from one source before 
sending to another, your job attempts could take considerable time and 
cause loss of desirable positions. Remember the law of percentages: send 
out enough feelers to guarantee an adequate number of responses. By 
weighing a variety of offers you can be more certain of getting the best 
available job. 

The following checklist for writing letters and resumes may be help- 
ful to you: 

1. Select 20 or more junior colleges in the area where you would 
teach. 

2. Address your letters to the head of instruction by name, if pos- 
sible. 

3. Write each letter separately: never mimeograph or have letters 
printed. 

4. Keep the letter brief, preferably one page in length. 

5. Type the letter and keep it clean and neat. 

6. Use good English and sentence structure, and be careful that all 
words are spelled correctly. 

7. Have a business-like approach in your style. Do not try to be ag- 
gressive, humorous, familiar, or overbearing. 
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8. Try to capture the attention of the reader in the first paragraph. 
The best way to this is to be brief and to the point. 

9. State immediately the purpose of your letter. 

10. Briefly include information about yourself, such as area of experi- 
ence and competency and position desired. 

11. Discuss briefly your qualifications for the job. 

12. Request an official college teacher application form. 

13. Show a desire for an interview and the means for accomplishing 
it. (Don't expect the official to travel to your state.) 

14. Indicate the placement office where your confidential file is kept. 

15. Offer to send additional informaton and ask for an early reply. 

16. Do not duplicate information if you include a resume with your 
cover letter. It is suggested that you do include a resume. Prospec- 
tive employers prefer them because they are easy to read. 

17. Keep the letter with a resume more brief than the letter without 
a r&umS. 

18. Use a mimeographed resume for convenience; unlike the letter, 
the resume is an outline of your qualifications credits which can 
be legitimately duplicated.* 

19. Make your resum6 in outline form rather than in essay form. 

20. Keep the resume as short as possible, no more than two or three 
pages-preferably one. 

21. Don’t mention negative or unpleasant aspects of your work ex- 
perience. 

22. Include few rather than many divisions in the resume, such as 
(I) Identifying information, (II) Position Desire, (III) Personal 
Data, (IV) Educational Training, (V) Teaching Experience, (VI) 
Military and Work Experience, and (VII) Miscellaneous Informa- 
tion (memberships, honors, etc.). 

23. Edit and revise your material before mailing it out. 

Interviews 

Regardless of how good an instructor you are or how many qualifications 
and fine recommendations yon possess, an interview usually makes the big 
difference in being hired for a teaching position. For any kind of teaching 
job, what happens in the interview situation is crucial to success. Let’s look 

• We ad m it there Is disagreement on this point. Stevens, for instance, says “a carbon, 
dittoed, or mimeographed copy should NEVER be used” (344:32). We know of no 
evidence of duplicated resumes causing failure to obtain a position. 
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the desired jobs they were seeking, while those with vague, confused goals 
and passive behavior did not obtain education posts, despite a teaching 
shortage (343). 

Undoubtedly many applicants express philosophic viewpoints con- 
trary to a college's basic beliefs. To say that you’re against the open-door 
policy or that only the intellectually gifted should be taught in college is 
not to gain approval of the typical CJC interviewer. Make no mistake 
about it, the interviewer will explore your education or teaching philoso- 
phy to determine whether your beliefs coincide with the college’s goals 
and purposes. The important thing is to have a philosophy; the next im- 
portant thing is to have the ability to articulate this philosophy in a logical 
and clear manner. 

Interview Organization. Many applicants fail because of poor interview 
preparation. Before meeting your interviewer, you should plan your im- 
portant questions. Make a list of these and check them against valid cri- 
teria. Have only a few questions. Ask those requiring more than a yes or 
no answer. Use single, straightforward questions. Use pertinent questions. 
Use questions that follow propriety. Check your questions for clarity. Have 
available all the facts needed for answering those questions from the in- 
terviewer. When you actually face him, consider and remember the fol- 
lowing criteria for the best impression: ( 199 ) 

1. Be businesslike, but show a sense of humor. 

2. Don’t rush yourself or the interviewer. 

3. Use tact in the discussion. 

4. Be a good listener. 

5. Let the interviewer direct the discussion. 

6. Be flexible enough to adapt to changes in the line of questioning. 

7. Do not digress, but stay on the topic at hand. 

8. Speak directly to the person or persons interviewing you. 

9. Listen carefully to what is said and answer questions honestly. 

10. Volunteer such information as you know can further your candi- 
dacy, if questions are slow in coming. 

11. Do not, however, interrupt the speaker. 

12. Be enthusiastic, but not beyond the point of sincerity. 

13. Be confident of your ability. 

14. Do not stumble along as you answer and question, but use a 
smooth rate of speech. 

15. Do not go overboard in trying to be funny, but be cheerful and 
smile. 

16. Be careful of posture; let the interviewer invite you to sit down 
and let him terminate the discussion. 
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17. Be careful not to show your nervousness by playing with hat, 
pencil, and the like. 

18. Ask intelligent questions, and then only when the occasion pre- 
sents itself. 

19. Avoid flowery or stilted language; be natural; choose the appro- 
priate words in your mind before saying them aloud. 

20. Let your statements be specific and exact. 

21. Do not brag and boast of your great ability and experience, but 
state your qualifications as a matter of fact. 

22. Take a few brief notes if necessary and provide some time for 
verification of these with the interviewer. 

23. Show a keen interest in the college and a desire to be one of the 
faculty members. 

24. Make sure the interview has resulted in a clear understanding of 
the position you seek and a reasonable evaluation of your qualifi- 
cations. 

25. Express pleasure at having met the interviewer, at least by the end 
of the interview. Do not press for a decision. 

An experienced placement director says: "There is no substitute for 
the impression that a neat, conservatively dressed, well-groomed person 
with a firm hand-shake and a courteous manner makes on the prospective 
employer the first time he meets you. If in addition, you give evidence that 
you know who you are, and where you are going, the chances are that you 
arc going to get there. You have developed interview readiness” (344:33). 


Some Adjustments after Employment 

Oftentimes we wonder why a teacher is released from a contract or is re- 
fused renewal of a contract when he is considered to be good enough to 
secure one in the first place. It is easy for us to blame the hiring officer for 
this condition, for it shows that he made a mistake in his initial judgment 
of the teacher's worth. But let’s be dear on one point: what looks attractive 
on paper may look rather inadequate in actual performance of duty. Natu- 
rally, administrators make mistakes in hiring certain teachers, for the real 
test is how well the teacher fits into the college pattern with all its complex 
roles to be played. Yes, some teachers arc unjustly dismissed, and these 
cases are deplorable; on the other hand, aside from many other reasons, a 
teacher is justly dismissed if he makes no attempt to adjust to the varying 
conditions of Ins employment. Obviously, to secure a job is not to hold a 
job; these arc two different functions. If you do not fit naturally into your 
new teaching position, the alternatives are adjust, get out, or work toward 
change. 
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There are six major areas where junior college instructors frequently 
encounter friction in their professional adjustments. Fortunately there Is a 
considerable latitude in the instructors response to the style of { I) the in- 
stitution, (2) its policies, (3) his colleagues, (4) his community, (5) his 
discipline, and (6) his administrators. The choices range from obdurate 
refusal to compromise on any issue to spineless willingness to accept out- 
rageous demands. 

Institutions can and sometimes need to be changed, but they change 
slowly and reluctantly. Their stability is also an advantage, one which you 
should recognize. Policies are also established in order to provide guide- 
lines which can be applied without prejudice. The district without policies 
is vulnerable to pressure and prejudice. Colleagues are never ideal. Every 
faculty has a number of persons to whom you must adjust 

Like it or not, being a junior college teacher places you in a special 
status in your community. You will need to adjust to past, present, and fu- 
ture students as well as their friends and parents. Equally demanding Is 
the field of ones subject matter, which requires a lifetime of study and 
growth. Adjustment ranges from stagnation to unending renewal. 

Your relationship with the college administrators should allow for 
bilateral adjustment. Their support can prove invaluable, especially in 
doubtful or controversial situations. While it may represent an adjustment 
for you, briefing them on your actions also makes them share the re- 
sponsibility. 

Blocker and Wolfe (28) presented a study supporting adjustments 
when they listed criteria, in rank order, used in the retention and promo- 
tion of faculty members in two-year colleges: (1) professional growth, (2) 
teaching performance and effectiveness, (3) experience and length of serv- 
ice, (4) contributions to the development of the college, (5) scholarly re- 
search and publication, (6) community service, (7) attitudes toward the 
profession, and (8) rapport with students, faculty, and administration. 
Specific studies in each of these areas can also be cited. Rainey, for exam- 
ple, revealed that 41.4 percent of 58 junior college presidents and deans 
used professional writing as a criterion for hiring, retaining, and promoting 
teachers, while 20.7 percent said that writing had a positive effect on sal- 
ary (303). Obviously, these eight criteria represent attitudes, goals, and 
adjustments that need to be considered. 

If you can qualify for and secure a CJC position and if you make the 
necessary adjustments on the job, you should have a long and happy tenure 
in your institution. In the next and final chapter of Part One, we shall com- 
plete the generalized picture of the junior college setting by indicating 
selected if not major instructional areas, the content of which was provided 
by specialists in various geographical areas of the United States. 
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Selected Instructional Areas 


This chapter is largely the work of 118 specialists from twenty-two colleges 
representing major geographical portions of the United States ( see Appen- 
dix B). The samplings of programs include the major portions of general 
education, transfer education, and terminal education. The report included 
here is suggestive rather than definitive, it complements the setting of the 
community junior college. It provides an insight into the most common 
instructional areas and a prelude to assignment duties and assessments. 
Discussed briefly are thirteen areas, followed by a general summary. 


Art (9 specialists) 

Courses and titles vary. Samples include design, drawing, composition, 
painting, lettering, ceramics, art history, art appreciation, sculpture, arts 
and crafts, commercial art, graphic arts, printmaking, anatomy and life, 
water color, studio art. Most of these fall into required and elective sub- 
jects for majors, but some, like art appreciation, arc considered general 
education. Most colleges offer the basic courses, while larger schools base 
diversified oSerings. 

Students also vary. In the open-dooT college, there is a large block of 
average students, a small percentage of excellent students, and many who 
are below average. Art majors tend to be of good quality. Counseling and 
motivation are needed for better student performance. 

Bated high by the respondents were these teaching methods: labora- 
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tory, discussion, audio-visual aids, independent study, student perform- 
ance, lecture, field trips, and observation of student work Rated less effec- 
tive were textbooks, conferences, mitten exams, and objective exams. Not 
used very often and considered ineffective by most were team teaching, 
programmed learning, television, and oral exams. 

Mentioned most often as a value or advantage to teaching art was the 
belief that art is a creative and satisfying field for a student’s personal 
development. Some felt that, since art is an elective, students tend to be 
self-motivating. Teachers can gain personal rapport with students and can 
sec readily improvement in student work. 

Mentioned as some disadvantages were these: teacher loads, com- 
puted as labs in many cases, are too great; there is high subjectivity in 
evaluating most art classes except for art appreciation and some commer- 
cial art areas; communicating the abstract is difficult; sometimes there is 
a negative administrative attitude toward art; budgets arc sometimes too 
small for the quantity of supplies needed. 

Most respondents indicated that opportunities for art teaching were 
good in their geographical regions. While there was a good supply of ap- 
plicants, in most cases, the demand for qualified teachers was strong. 

In general, art teachers need to be versatile in several areas of art, 
such as ceramics, sculpture, and art appreciation. Three respondents felt 
that the bachelor's degree was adequate preparation, while four indicated 
the master’s degree was needed. Two thought that professional art experi- 
ence was more important than degrees. Most wanted new teachers with 
previous experience in teaching, professional art work, and with special 
preparation for understanding the nature of the CJC. 

Common new teacher weaknesses included lack of outstanding train- 
ing in studio areas, little awareness of the character of the community 
junior college, lack of good preparation in more than one art area, lack of 
knowledge of techniques and approaches of professional artists, and lack 
of specific awareness of the nature of students’ prior training. 

Respondents suggested that new teachers should keep standards on 
the level of students’ capabilities; have a strong background in art history 
and survey courses, with a major-minor in studio art courses, know Eastern 
as well as Western art; be aware of community college functions and char- 
acter; know how students learn and apply these methods; maintain per- 
sonal and emotional equilibrium. 


Business Education (9 specialists) 

Sample courses taught are typing, shorthand, business correspondence, 
office machines, accounting, marketing, management, corporation finances, 
office and personnel management, secretarial-stenographic skills, business 
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administration supervisory techniques, data processing, and bookkeeping. 

Respondents tended to agree that business education students are low 
to average in ability, with a few who are superior. They exhibit all levels 
of skills, wide ranges of ability, and experiences limited to little or no high 
school business courses. 

The specialists felt that laboratory work in business courses was the 
best or most-needed method of teaching. Also ranking high were text- 
books, objective exams, lectures, discussions, conferences, student per- 
formances, and audio-visual aids. Rated average in need and use were 
written exams, observation, field trips, and programmed learning. Used 
very little were team teaching, independent study, television, and oral 
exams. 

These teachers mentioned such advantages in business teaching as 
freedom and variety in class, close relations with students, helping students 
find a career, satisfaction of seeing end results of instruction, helping 
students gain confidence, perhaps fewer disciplinary problems, constant 
change of programs due to new business developments, and close associa- 
tion with the community and business world. 

Listed as disadvantages were lack of electronic data equipment, ex- 
pense of equipment, high cost per student for instruction, wade variety of 
classes requiring multiple preparations, inordinate number of failures and 
dropouts, loading teachers on the lab-hour formula, difficulty in keeping 
up with new business developments. 

Teaching opportunities seem to be excellent for the well-trained and 
experienced. Most respondents felt that the supply exceeds the demand 
for new and inexperienced teachers. 

The best qualified business teacher applicants have a master s degree, 
business field experience, and previous teaching experience. Other impor- 
tant qualifications are proper attitudes, dedication to helping all students, 
research in teaching and education, teaching ability, interest, and desire. 

Respondents felt that new teachers lacked adequate business field 
experience, intellectual curiosity, and willingness to participate in counsel- 
ing and advisory activities. They suggested that trainees should use busi- 
ness experience to supplement theory, train carefully in electronic data 
equipment, try high school teaching first, dedicate themselves to the idea 
of service to the student. 


Composition and Literature (13 specialists) 

Most community junior colleges provide two areas in this field: the re- 
medial reading and writing, non-transfer courses and the regular aca- 
demic, college-credit courses. Basic credit courses include English compo- 
sition, English literature, American literature, world literature, modern 
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literature, and business and technical English. One may find courses in 
special areas of creative writing and a particular type of literature such as 
drama, poetry, and the like. 

High school grades and placement examination scores determine 
whether students are placed in the terminal or the regular college courses. 
Most respondents felt that students were about average, with some tend- 
ency toward below average. There are few students comparable to the 
better ones in the university. Some teachers reported a high student drop- 
out rate during the first year; many of these students were members of 
minority groups. One estimate was that about 50 percent of new students 
enrolled in remedial or developmental courses. 

Six English teaching methods rated consistently high were discussion, 
mitten exams, textbooks, lecture, student performance, and conference. 
Average ratings fell to audio-visual aids, observation, objective exams, in- 
dependent study, lab work, oral exams, and team teaching. Used very little 
and rated low were programmed learning, field trips, and television 
teaching. 

Advantages in the teaching of English courses included variety of sub- 
ject, the living language, development of human relationships, lighter 
teaching loads, and the fact that literature covers virtually everything. 

Listed disadvantages were the burdens of reading and marking pa- 
pers, disagreement on what should be taught, lack of time to do a good 
job, difficulty in relating the subject field to vocational needs, and prob- 
lems in motivation. 

The general feeling was that teaching opportunities in English were 
extensive “because every student takes one or two basic courses.” The de- 
mand was considered greater in composition than in literature. Although 
many applications were reported, the consensus reported a shortage of 
highly qualified people, particularly in the high skill areas. 

Almost all contended that the master's degree was a necessity, and 
most wanted experienced applicants. Other qualifications mentioned were 
integrity and respect for students, realization of differences between the 
community-junior college and other levels of higher education, less speciali- 
zation in literature and more attention to communication skills, serious 
attitude and purpose, more orientation toward student needs, experimen- 
tation and creativity in teaching. 

According to the specialists, common weaknesses of new teachers in- 
cluded treating students as if they were enrolled in universities, lack of 
inventiveness and originality in conveying subject matter, insufficient ex- 
perience, lack of broad knowledge, and lack of sympathy for and under- 
standing of students. 

Chief suggestions for new teachers or trainees were those related to 
these common weaknesses. Emphasis was placed upon learning to teach 
die poorly prepared students at toe CJC level, having a greater familiarity 
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with grammar and composition, having broad training and knowledge, and 
being enthusiastic and creative in teaching. 


Engineering (4 respondents) 

Courses cover such subjects as engineering drawing, descriptive geometry, 
engineering statics, engineering physics, math through calculus, and so 
on. Engineering majors get most of their special course work in the upper- 
division level, while the junior college offers the foundation courses. 

The consensus was that most students are average or better. Careful 
screening helps to eliminate many from the pre-engineering programs. 
Said one specialist, “We get high school graduates with S.A.T. scores of 
800 plus; many graduates attain executive rank." 

The specialists gave a perfect rating (A) for lectures as a method of 
teaching. They also agreed that team teaching was the poorest method. 
Other high ratings went to textbooks, lab, discussion, student performance, 
and written exams. Average ratings were given to independent study, field 
trips, audio-visual aids, and objective exams. Low ratings went to observa- 
tions, conferences, programmed learning, television, and oral exams. In 
their general teaching approach, the teachers attempt to assimilate indus- 
trial situations in every subject area possible. 

Advantages or values in engineering teaching included the chance to 
engage in private consulting work, the fact that class loads were less than 
those in the high school, and that research requirements were not as highly 
emphasized as in the four-year colleges and universities. 

Two people saw no disadvantages, while the other two mentioned the 
high cost of equipment for engineering-related subjects and the lack of 
students enrolled. 

All four specialists ranked teaching opportunities “good to excellent." 
They said that the supply of qualified personnel was inadequate. “Much of 
the staff is recruited from industry; they have the basic experience and 
knowledge, but must acquire teaching abilities." 

One person mentioned the need for a master’s degree, while the other 
three thought a bachelor's degree was sufficient “The degree should be in 
civil engineering with five to ten years of varied work experience," said 
one respondent. 

Reported weaknesses of new teachers included inappropriate person- 
ality to deal with students, lack of industrial experience, and poor teach- 
ing techniques. 

Two suggestions offered were: “Get an engineering degree, become a 
licensed professional engineer and land surveyer, get all practical experi- 
ence possible” and “Use some of your summer vacation time to work in 
industry to further academic prowess in your profession." 
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Foreign Language (10 specialists) 

Most of the colleges sampled offered two years of Spanish, French, and 
German. A few oBered Russian. The courses were usually divided into 
beginning, intermediate, and advanced levels. Placement of the students 
depended upon their high school background in the languages. 

In general, the abilities of foreign language students varied about as 
much as the abilities of all CJC student bodies, although some teachers 
mentioned the special student interest and quality whenever the language 
Course is not required for graduation. Others felt the languages were diffi- 
cult for students due to the neglect of this area in the high schools. 

The specialists favored the use of language laboratories and textbooks 
most often. Other high ratings were given to performance (recitations in 
the language), and audio-visual aids. Medium values were given to objec- 
tive, essay, and oral exams; independent study; discussion; lecture; ob- 
servation; conference; and programmed learning, Of least value to these 
teachers were team teaching, field trips, and television 

Some chief advantages in foreign language teaching were listed as 
fewer students per class, personal enrichment in learning the language and 
culture of another people, opportunities for outside employment where the 
language is needed (such as foreign service), chances to study abroad (an 
income tax advantage, also), immediate usefulness of a language, better 
understanding of one’s own language, and relationships with other of the 
humanities, and current affairs. 

Some disadvantages included problems of convincing the administra- 
tion of the values of foreign languages and of scheduling adequate classes, 
the problem of mastering the language rather than using a common 
method of keeping a day ahead of the students, the lack of contacts with 
ethnic groups (in small communities), and the infinite opportunities for 
making errors. 

Most teachers seemed to agree that the demand for teachers was lim- 
ited because of the smallness of the foreign language programs compared 
to regular required courser. However, it was felt that the supply of well- 
qualified teachers in this area was small enough to foster good oppor- 
tunities. 

A master’s degree is needed for teaching the language, most respond- 
ents said. Previous junior college teachers have the edge for employment. 
Also considered important qualifications were travel or study in the 
country of the language, previous work experience requiring use of the 
language, knowledge of A-V equipment, receptivity to new ideas, and an 
ability to teach students at the CJC level. 

Teacher weaknesses included lack of oral competency in the language, 
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no travel or study in the foreign country, poor teaching experience, and 
ineffective teaching methods and techniques. 

Respondents suggested that new teachers or trainees should develop 
oral proficiency, strengthen ability to present grammar in an interesting 
and imaginative way, get some practical experience, train in at least two 
languages, understand the total program of foreign language study, and 
travel or study abroad to learn everything possible in the native country. 


Health, F.E., and Athletics (4 specialists) 

Sample courses mentioned in this area were personal health, administra- 
tion of athletics, intramural athletics, fundamentals of sports, first aid, serv- 
ice P.E. programs, professional P.E. programs, co-ed P.E. programs {arch- 
ery, modem dance, fencing, bowling ) . 

Students in the basic or required courses include virtually the entire 
student body with its variety of abilities and intelligences. The more tal- 
ented athletes are attracted to the sports activities, especially the competi- 
tive or intercollegiate programs. Many of the athletes seem to have no 
other interest, reported some respondents. Many lack good study habits 
and self-motivation. Occasionally a community junior college will enroll a 
superior scholar or athlete in this area, but the consensus was that this was 
infrequent. 

On the question of teaching methods, the highest average ratings went 
to student performance, discussion, objective and essay exams, lab, lec- 
ture, conference, and audio-visual aids. Rating less well were textbooks, 
independent study, programmed learning, field trips, television, team 
teaching, oral exams, and observation. 

Advantages in teaching physical education courses seemed to be the 
greater interest among students (as compared to student interest in other 
fields of study), with less need for teacher motivation; providing oppor- 
tunities for students to release their energies in a physical rather than an 
emotional manner; the relative ease in seeing growth and progress; and the 
opportunities to know students better than in more academic situations. 

Problems and disadvantages included insufficient time for accurate 
evaluation (as most time is spent on physical activities), insufficient facili- 
ties and equipment for athletics, some academic snobbery against teach- 
ers in this area, lack of student talent in coaching for winning teams. 

All specialists felt that a master's degree was needed by teachers in 
this area. Previous teaching experience, training or course work in junior 
college education, and a positive attitude for teaching all were considered 
important. High recommendations were considered important for coaching 
athletics. 

It was felt that many new teachers had improper attitudes toward 
medical problems (not stressing harmful effects of tobacco, alcohol, 
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drugs), that new P.E. teachers were not well qualified to teach health edu- 
cation, and that teacher personalities were sometimes unstable and un- 
predictable. 

Sample suggestions to new teachers included these: P.E. teachers 
should have a good background in recreation, intramurals, and health edu- 
cation; special emphasis is needed for teaching methods, evaluation tech- 
niques, and public relations; teachers should not expect junior college stu- 
dents and programs to be university level; teachers should be dedicated 
and prepared to encounter many frustrating problems in this area. 


Mathematics (10 specialists) 

Depending upon the size of the college, courses may be divided into re- 
medial, beginning college, and advanced programs. Example courses are 
general mathematics, algebra, plane trigonometry, math for teachers, ana- 
lytic geometry, calculus, technical math, and statistics. 

According to the consensus, students ranged widely in abilities and 
experiences in math. Some respondents ranked their students “average or 
below" and others found many "above average." Most comments dealt 
with the general inadequacies among the students. 

The math instructors disagreed on several ratings given to methods of 
teaching. Scoring highest on the average were objective exams, lecture, 
discussion, textbooks, and independent study, in that order. Lower value 
was given to audio-visual aids, observations, written exams, conferences, 
lab, and student performance. Rated at the bottom were team teaching, 
programmed learning, field trips, television, and oral exams. Writing out 
math problems and answers by students was a dominant method of 
teaching. 

Mentioned as special advantages in this teaching area were the fol- 
lowing: well-defined sequential curricula which clearly labels prerequi- 
sites and responsibilities, less research and more conference time, a pos- 
sible respect foT math and mathematicians, opportunities to know and 
work closely with students. 

Disadvantages included: difficulty in teaching math, particularly to 
poorly prepared or lazy students, some widespread misunderstanding of 
math and mathematicians in general. 

Opportunities for math teaching were considered “good to excellent" 
by most respondents. The typical reply was that the supply of good teach- 
ers was small and the demand was “average to great.” Large colleges or 
muff ip fc colleges within a region had (he more favorable opportunities be- 
cause of greater needs. 

Nine respondents indicated that a master’s degree was minimal, and 
five of these mentioned graduate work beyond the master's. Other fre- 
quently mentioned qualifications were ability to teach, previous teaching 
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experience, constructive attitudes toward CJC students, loyalty and devo- 
tion to teaching, commitment to the CJC philosophy, and an experimental- 
ist attitude in constructing learning exercises. 

The most common wealenesses among new teachers were related to 
training, experience, and attitudes. New teachers were criticized For being 
too tradition-bound, for lacking desire or ability to work with CJC stu- 
dents, for doing little “beyond the call of duty,” and for negativism and 
lack of understanding. 

Suggestions included these: take all the math available, know your 
subject, be prepared to motivate a diversified student body, me experi- 
mental approaches, be satisfied with and dedicated to the task. 


Music (7 specialists) 

The usual courses include band, choir, music theory, music appreciation, 
special ensembles, applied music, music history, and basic humanities. 
Basic classes in instrumental techniques cover bass, woodwind, percussion, 
and strings. Ensemble participation includes such courses as band, choir, 
and chorus. 

The general feeling was that music students range from poor to su- 
perior in intelligence, achievement, and talent. Most music students were 
considered to have insufficient backgrounds for effective college training. 
Typical students are liberal arts transfers or adults from the community. 

Respondents agreed that student performance should be rated an “A“ 
as an effective method of music teaching. Other high ratings were given 
to discussion, conference, audio-visual aids, independent study, lab, lec- 
ture, field trips, textbooks, and written exams. Average ratings were given 
to objective exams, team teaching, oral exams, observation, television, and 
programmed learning. No method was rated below a "C” grade, on the 
average. Methods differed with the course. For example, lab methods were 
used for instrumental classes, independent study meant music lessons to 
some, field trips included attendance at concerts, and oral exams meant 
private music exams in such subjects as voice and instrumentals. 

Advantages in music teaching included these: close personal contact 
with students, opportunities to really see student progress, helping stu- 
dents find purpose and beauty in their lives, the chance to transfer ideals 
and enthusiasm to those who would someday be music teachers, concrete 
application of what is learned in music and, in music organizations, oppor- 
tunity to work with students on a performance or concert tour (allowing 
for social and counseling roles ), 

Time, teaching loads, and kinds of students were mentioned most of- 
ten as disadvantages or problems in teaching music. Music teachers tend 
to spend many hours on rehearsals and performances, their teaching toads 
are frequently too heavy, and quality students for public performances are 
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too few in number. Budgets, administrative attitudes, and community sup- 
port were each mentioned as problem areas by at least one specialist. 

Only two of the seven respondents found that opportunities were good 
and that the supply of teachers was limited. The consensus was that ap- 
plicants generally were inexperienced, were “unknown quantities,” and 
that high-qualified music teachers were not abundant. 

Qualifications needed included a masters degree (although profes- 
sionals are used for applied music), teaching experience, attitudes and 
ideals compatible with those of the CJC, excellence in teaching, training in 
theory courses as well as performance areas, and a strong humanities 
background. 

The music teachers mentioned these weaknesses among new teachers: 
lack of academic training, poor teaching and performing abilities, little 
experience in the profession, poor interest in helping students, and im- 
proper attitudes. Said one, “They must teach well in several areas; too 
often they lack broad training; some tend to be prima donnas.” 

Sample suggestions for new teachers were these: begin training very 
early— piano instruction is most important for any music major; remember 
that junior college students seldom have great talent, but they will leam 
well with a clever, talented, understanding, and enthusiastic teacher; learn 
theory as well as band or chorus; become a versatile musician. 

Natural Sciences (10 specialists) 

In this area are such courses as biology, botany, zoology, genetics, micro- 
biology, anatomy, conservation, physiology, lab techniques, and em- 
bryology. The first two generally are required of all students; the others 
arc for majors or those needing the courses for various vocational-technical 
fields. 

All specialists noted the generally average level of students compared 
to those in senior institutions. They said: students base to work harder to 
achieve; many have a tendency to postpone studying; many have unrealis- 
tic ambitions beyond their actual abilities. Some teachers felt that their 
students were more purposeful than the student body as a whole but did 
not know how to apply themselves very well. 

Specialists differed widely in their views of some of the common 
teaching methods. Top value, according to an average, went to lecture, 
textbooks, lab, objective exams, discussion, and audio-visual aids. Consid- 
ered less valuable were independent study, written and oral exams, per- 
formances, observations, conferences, and field trips. Bated poorly were 
team teaching, programmed learning, and television. 

Mentioned as advantages in this teaching area were such items as the 
natural, innate curiosity and interest of students in at least some aspects of 
natural science (which helps reduce barriers and defensive attitudes 



Selected Instructional Areas T9 


among students), direct contacts, satisfactions in presenting quite compli- 
cated abstractions, many new developments in the field, scientific and ob- 
jective content where personal opinion is minimal and where there is little 
room for propaganda, opportunities for varied learning methods which 
help to meet individual differences in the classrooms. 

Disadvantages or problems dealt with the great time needed for lab 
preparation and the lack of time for individual investigations, lack of lab 
space, conformity to lab methods because of scheduling and other com- 
plications, lack of credit far lab work compared to lecture courses, and 
lack of choice in textbooks meeting four-year college requirements. 

Five of the 10 found that opportunities were most favorable, the de- 
mand being equal to or greater than the supply of teachers. Some felt the 
supply was short in most areas except the basic subjects like biology. The 
other five respondents found few problems in securing good applicants for 
vacancies or new positions. 

According to the consensus, new teachers should have a masters de- 
gree, perhaps some teaching or industrial experience, methodology in 
teaching, broad background or outlook with respect to the entire academic 
discipline, positive attitudes toward education and particularly the CJC, 
the ability to communicate well and make practical applications of the 
subject. 

New teachers were considered weak in training, experience, abilities, 
and attitudes. Lacking was the broad, inclusive outlook; appreciation of 
relationships between natural science and other fields; knowledge of how 
to handle a class; ability to understand young people; enthusiasm and 
dedication. 

The specialists gave a few suggestions to the new teachers: be pre- 
pared to learn how to use teaching machines, visual aids, and other new 
methods as our economy continues to require greater training in science; 
have a solid background and gain a general knowledge of related fields; 
have a balanced major in botany and zoology; take professional courses in 
education to understand better the nature of students and methods of 
teaching and evaluations. 


Physical Sciences (6 specialists) 

Physical science courses may be survey, general, or introductory courses 
in the first year and advanced courses for majors in the second year. Gen- 
erally taught are chemistry, geology, physics, astronomy, and special 
courses for pre-engineering, nursing, elementary education, and other 
fields. Larger colleges offer more variety than smaller schools. 

Typical comments about the types of students are these; we get all 
kinds; most are well-motivated but intellectually “dull to average"; they 
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are above average in general chemistry and average in physical science; 
many are low high school achievers (about one-half). 

In methods of teaching this area, the following ranked high: lab, per- 
formance, discussion, lecture, textbooks, written exams, and audio-visual 
aids. Less important were independent study, objective exams, field trips, 
conferences, observation, and oral exams. Poorly rated were team teach- 
ing, programmed learning, and television. Study guides and demonstra- 
tions rated high. In some schools, the attempt was to implement the “sys- 
tems” approach to education. 

Interesting advantages in physical science teaching included these: 
we have more interesting "toys” in our lab; the sciences tend to draw in- 
quisitive, active students who are more fun to work with, in this area a 
teacher can broaden enormously his students’ awareness of the world; wc 
get smaller classes and a larger proportion of better students. 

Disadvantages included lack of equipment, frustrations in getting 
adequate supplies, student frustrations with the subject matter, the need 
to cover more subject matter in a short time, and the lab loading formula. 

Five of the six specialists felt that teaching opportunities in this area 
were "good to excellent” in their colleges and geographical regions. The 
demand seemed to exceed supply, a situation requiring the use of part- 
time or inadequately prepared teachers. 

Most said that a master’s degree is required. Other points of qualifica- 
tions included a major in science education plus heavy concentration on 
educational technology, a modem rather than traditional attitude (per- 
haps more important than experience), willingness to experiment and 
change the course to meet student needs, abibty to communicate funda- 
mentals to students, and the need for previous work experience in science. 

Respondents said that new teachers tended to be weak in experience, 
human warmth, and willingness to listen to students, broad knowledge 
of die general area, positive attitudes, and adaptability to the CJC. 

These suggestions were given to the new teachers: take additional 
courses in general physical science and in physics; take professional edu- 
cation courses to improve your teaching; train in the use of A-V equip- 
ment; get some high school experience if possible; study the primary prob- 
lem of the evaluation of learning. 


Social Sciences (8 specialists) 

Example courses mentioned by respondents, were eeonnruirst. United 
States history, Western civilization, sociology, government (federal, state, 
and local), American issues and problems, general psychology, social 
problems, current affairs, geography, world history, marriage and family, 
criminology, anthropology and student government. 

It was agreed that social science students represent a cross-section. 
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the quality of these students being lower than those found in senior insti- 
tutions. Majors in this area tended to be of better quality than the non- 
majors. A typical comment was "We get a wide range of ability, 30 percent 
are adults, 80 percent select transfer programs on entry, but less than 30 
percent do transfer." 

Six methods of teaching social science rated high: lecture, text- 
boolcs, objective exams, written exams, discussion, and audio-visual aids. 
Receiving smaller support were independent study, student performance, 
field trips, conference, oral exams, observation, and television. Rated be- 
low a "C” grade in value were team teaching, programmed learning, and 
laboratory. Book reports, term papers, and outside speakers were men- 
tioned as valuable methods. 

Six of eight thought there were distinct advantages to social science 
teaching, such as no lab as in some science and business courses, no ex- 
cessive paper work as in English, and no "busy work" to fill time; there 
is enough concrete material to be taught. Four drought the area itself 
had inherent advantages in helping students adjust, "since we under- 
stand human behavior somewhat more than do other teachers." Social 
science opens new avenues of thought and broader cultural horizons, 
creates self-understanding and understanding of the races and related 
problems, and stimulates and challenges through the history of man, his 
past, present, and future. 

Disadvantages included lack of time for scholarship, inadequacies of 
library materials, the need to teach many different courses, lack of support 
or respect from some administrators and colleagues, and lack of govern- 
ment funds for social science. A sensitivity to low academic esteem domi- 
nated many oF the critical comments. 

The consensus was that there is a great demand for classes but that 
the supply of teachers seems to be plentiful for the demand for new teach- 
ers. The more common areas (history’, geography, political science) had 
a surplus of applicants, while more specialized areas ( anthropology, eco- 
nomics, psychology, and sociology) lacked good applicants. In the gen- 
eral field most said opportunities were "good to excellent." 

Mentioned as common new-teachcr weaknesses « ere lack of imagina- 
tion, enthusiasm, personality, dedication, experience, and training. Said 
one respondent, “Any genuine student will emerge from grad school armed 
with, a twsyjJaia wjtes. Vi wb.fcb. W can. add. bis. cwo. xweircb.-, 

but, unless he breaks precedent in his use of them, he lapses into medi- 
ocrity." Another said, “A brilliant mind is a liability rather than an asset 
if the teacher cannot communicate his thoughts to the level of the learn- 
ers." Courses in methodology and theories of learning were considered 
helpful by some. 

Suggestions for new teachers were generous. In summary, new teach- 
ers should complement history teaching with an appreciation and know!- 
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edge of the humanities, prepare lectures well in advance, be enthusiastic 
in teaching, avoid the dry and dull facts and dates in teaching and exam- 
ining, get as much life experience as possible in order to supplement text- 
book knowledge, stay abreast of current developments in the field, read 
constantly, and communicate meaningfully to students. 


Speech and Drama (10 specialists) 

Speech courses may include the practical public speaking units (under a 
variety of names) and such special courses as discussion, debate, argu- 
mentation, forensics, and oral interpretation. Sometimes offered are speech 
therapy, semantics, and voice and diction. In the drama field the usual 
courses arc drama literature, theater history, acting, play production, and 
stagecraft. Other courses ore found in larger colleges, while smaller schools 
are limited to the basic courses in speaking and acting. 

Students in speech and drama tend to represent a wide range of socio- 
economic backgrounds and to display a wide range of abilities, said most 
specialists. Drama students tend to be more confident and varied in emo- 
tional behavior than those in speech courses. Stage fright and fear of au- 
diences tend to be a common trait for both. The majority declare for 
transfer. 

As expected, student performance was the highest average rating 
among the teachers. Speech and drama arc essentially performance sub- 
jects. Also scoring high were discussion and observation. Rating in the 
“C" grade bracket were lecture, oral exam, lab, audio-visual aids, objec- 
tive exams, field trips, and independent study, in that order. Scoring 
poorly were team teaching, programmed learning, and television. 

Advantages in teaching speech and drama included these: lighter 
loads for play directors, closer contact with students in performance areas, 
opportunities for public performance and therefore public relations, see- 
ing students develop personality and confidence as well as skills, constant 
new content (in speeches and plays), less paperwork than in some classes, 
opportunity to learn new content through speech subjects covering vir- 
tually all areas of the curricula. 

Chief disadvantages were these: because of the highly subjective and 
creative area, there are fewer facts to deal with, making evaluation difficult; 
constant public exposure (public performances) could be a handicap for 
some; classes are too crowded for much individual help; heavy extra-cur- 
ricular demands rarely pay extra money, insufficient budgets (for plays 
and forensics) can be problems; some students arc uncooperative in play 
production; many students lack talent for acting; securing cooperation 
and support for speech and drama activities is difficult. 

Teaching opportunities seemed to be less plentiful in drama than in 
speech, chiefly because the average college tends to use only one of two 
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instructors in drama and several in speech. The imbalance is caused by 
the fact that speech may be required and drama may be considered more 
specialized, attracting fewer students. The shortest supply was found in 
debate and forensics. In general, more speech and drama teachers exist 
than there are available positions. 

Most indicated the need for a masters degree, impressive professional 
and prior teaching experience, and special interests, knowledge, and abili- 
ties relating to CJC needs. One of the special needs is for teachers to work 
in the extTa-curricular areas of forensics coaching and play directing. 

Respondents said that new teachers tended to be weak in most of the 
qualifications needed. New teachers lacked sufficient minimum training, 
professional experience, proper attitudes for CJC teaching, flexibility, and 
humility. Shared by most was the point that many could not teach in both 
speech and drama but were too severely limited to one of these. 

New teachers were urged to leam as much as possible about the tech- 
nical side of stage productions, to leam research techniques and proper 
methods of communicating to students, to get experience in the field 
rather than go for more degrees, to prepare generally in the area rather 
than to specialize, and to have a diversified and broad training, for "the 
better your general background, the better speech and drama teacher 
you’ll be." 

Technical-Vocational Education (19 specialists)* 

Programs and courses in this broad area are many. For example, they may 
relate to nursing, architecture, mechanics, electronics, medical technology, 
cosmetology, industry, textiles, data processing, agriculture, home eco- 
nomics, and forestry technology. The extent of a sample program can be 
found in medical office practice and procedures: government medical care 
programs, insurance forms, medical law, mail, privileged communications, 
telephone techniques, medical histories, fees and collections, record keep- 
ing, office conduct, dress, typing of reports, case histories, and insurance 
forms. 

Specialists in this vast CJC program agreed that students represent 
a wide spectrum, with some courses haring belter types of students than 
others. A technical institute respondent, for Instance, claimed that his 
students came from the top 50 percent of their high school graduating 
classes (in such areas as math, trigonometry', chemistry, and physics). 
Other examples of higher quality students were mentioned in bio-medical 
sciences and those in X-ray and laboratory' technology. Much depends 
upon the size of school, the prestige of a program, and the entrance re- 
quirements. Most of the students, it was reported, arc vocationally ori- 
* There are so many technical-vocational areas that they Kid to cmeratunl 
together here. 
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ented; “they want to do things rather than reflect on things and ideas. 
Motivation to prepare for work is generally high, but many are poorly 
conditioned for rigorous training programs. 

Laboratory work and textbooks were given the highest rating by the 
specialists. Following closely were lecture, student performance, discus- 
sion, and objective and written exams. OF less value and next in order 
came audio-visual aids, field trips, conference, observation, independent 
study, team teaching, oral exams, and programmed learning. Television 
averaged last. Some felt that all methods and study arrangements should 
be useful in meeting the needs of so many varied individuals, i.e. no par- 
ticular practice was more important than another. 

A few saw no advantage or special value in teaching this area, but 
most found some special benefits: “This general field is neither pseudo 
nor static; this is an advantage, for it makes a man grow.” “There is self- 
satisfaction in preparing people for work; this is not so true in liberal arts 
fields." “Generally, we have closer identification with communities, fewer 
discipline problems, larger numbers of job opportunities, higher salaries." 

Some disadvantages were mentioned also: “The image in which he 
is hold by liberal arts academic minds never appears to be as respectable 
because he does things with his hands; yet who would build the build- 
ings, design the equipment and facilities used by the academic mind if 
not technicians and tradesmen." "Wc have more student contact hours 
than most teachers.” “There is time-consuming travel to and from the 
participating agencies for pre-assignments and laboratory experiences." 
"We sometimes lack modem equipment: costs are high, and other subject 
areas frequently have greater priority in the budgets." 

Seventeen specialists thought that opportunities for teachers in this 
area were most favorable. The consensus was that there is a continually 
strong demand for the really capable teachers, and supply is inadequate. 
Most administrators must recruit from industry and other places outside 
the normal source of teacher education colleges. Many prefer to remain 
in the field where salaries tend to be better, and many come to teach only 
on a part-time basis, particularly at night. Mentioned as areas having in- 
creasing opportunities were electrical technology or electronics, mechan- 
ical technology, architectural engineering, nursing, medjeal lab technol- 
ogy, and bio-medical sciences. 

Fifteen people felt that the bachelors degree was needed by new 
teachers, while six mentioned the need for a master’s degree. "A few years 
of woik experience related to the subject field" was mentioned by 16 re- 
spondents, while 14 talked about needed training and teaching abilities. 
Sample comments are these: "Experience is vital if the program is to be 
practical; teacher attitudes are the most important factor next to subject 
matter competence, but you can’t really separate the two.” “Courses in 
methods of teaching and course construction seem important and valu- 
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proper analysis of himself, his subject, and his students. He should not be 
afraid to experiment and to leam new and possibly better approaches. 

4. ADVANTAGES: Most specialists found advantages of teaching in 
their respective fields. Advantage and value seem to be necessities for one 
entering a field and expecting to be happily adjusted. Some fields do seem 
to have clear advantages over other fields, but much depends upon the 
person himself and particularly upon colleges and administrators seeldng 
to equalize such factors as teacher loads and responsibilities. 

5. DISADVANTAGES: More comments were given in this area than 
in the preceding one, for unhappiness stimulates comment. Some disad- 
vantages may be difficult to overcome, but most problems can be resolved 
through cooperation and respect. 

6. OPPORTUNITIES: Several respondents in each area indicated fa- 
vorable opportunities for employment within the areas, but most said these 
opportunities were greatest for the best qualified people. In many fields, 
competition is keen with many applicants, while a few fields have minor 
difficulties in filling positions. 

7. QUALIFICATIONS: Mentioned time and again by most special- 
ists were the need for graduate degrees, more training and experience, 
and a special need for understanding the entire framework of the CJC. 
Attitudes and abilities are crucial. 

8. WEAKNESSES: New teachers were found to be weak in several 
areas in all of the instructional fields. For the most part these weaknesses 
fell in areas mentioned in the preceding Item. Experienced teachers usu- 
ally find new colleagues lacking various qualifications needed for success- 
ful teaching; improvement takes time. 

9. SUGGESTIONS: Answers in this area were varied and sometimes 
prolific in nature. Most suggestions dealt with teacher qualifications and 
weaknesses. Taken together, they provide provocative guidance from 
those who are confronted with the issue of what is needed in teaching 
within these instructional areas. 

Also asked of the respondents, but not reported previously in this 
chapter, was a statement of comparison or contrast between CJC teach- 
ing and teaching at other levels. More than 100 of the respondents agreed 
with literature which indicates that differences stem largely from the na- 
ture of the CJC level compared to other levels. Most felt that CJC teachers 
should 'have speda'l training apart from £hat given to secondary and uni- 
versity trainees. 

Part II follows with a discussion of the various assignments given to 
CJC teachers. 



Part II The Assignment 



Chapter 5 


Academic Duties and Functions 


At every educational level, from kindergarten through graduate school, 
successful teaching depends largely upon the teacher’s knowledge of and 
his preparation for his required academic duties and functions. Despite a 
general overlapping of duties and functions between each level, the junior 
college pattern is somewhat different from others. Although patterns 
among junior colleges also differ to some extent, nevertheless a standard 
core of duties and functions can be expected in the CJC where you teach. 

The major question raised in this chapter is "What are these duties and 
functions?" Some practical answers to this question can help you antici- 
pate the specific requirements in your own selected institution. The areas 
we cover are Profile of Duties, Curriculum Determinants, the Course Out- 
line, Textbook Selection, Instructional Equipment and Supplies, Attend- 
ance Accounting, Grade Accounting and Counseling, the Class Policy and 
Orientation, and a general listing of miscellaneous responsibilities. 


Profile of Duties 

Academic duties and responsibilities are usually outlined in college fac- 
ulty handbooks. (205). Such handbooks list the teacher’s obligations to 
the district and his profession. The folovring are typical examples of re- 
sponsibility areas: the course outline, textbook selection, audio-visual use, 
teaching policy, attendance accounting, grade accounting, student coun- 
seling, office hours, supply budget, room inventory, room comfort, fire 
safety, bulletins and announcements, the teaching of values, academic 
freedom, and maintaining one’s teaching schedule. 


91 
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Curriculum Determinants 

Curriculum in its broad definition can be a label for every planned learn- 
ing activity on campus. However, customary usage embraces only the sub- 
ject matter. Curriculum is a major bond between the student and the in- 
structor, and the instructor plays more than one hey role. At the same 
time, the instructor is far from being the sole determinant of what he 
teaches. 

There are at least six major curriculum determinants other than the 
individual instructor. Blocker and others provide a sociological analysis 
(29:202-205). Other institutions, the community, the institution, the fac- 
ulty, the department, the students— all help select and shape what is 
taught at the CJC, Understanding their roles will help you to perceive 
your own special responsibilities and boundary lines. 

Any CJC which sends its students to a senior institution must provide 
for the transferability of its lower division courses. The courses which 
transfer most easily arc those which most nearly parallel the course de- 
scriptions of the senior institutions. While the instructor has considerable 
discretion within the boundaries of the course description, nevertheless 
he must work within its boundaries if his students are to be as well pre- 
pared as the students who spend their first two yean at a senior institution. 

Another institutional determinant is the high school responsible for 
the curriculum precedent to the freshman’s arrival. What is studied at the 
CJC should not duplicate high school work unnecessarily; at the same 
time the CJC cannot leave too great a gap between its starting point and 
the end of high school preparation. A knowledge of high school courses 
and materials is invaluable when giving shape and substance to CJC 
courses. 

There is, in addition, the guidance furnished by other junior colleges. 
Innovation can be stimulating, both for the instructor and the student. 
However, work which is non-comparable can cause difficulties for the 
student who must transfer to another junior college. Creativity in cur- 
riculum has to be tempered by an awareness of other institutions. 

Communities may help shape the curriculum in three gcncrat ways: 
vocationally, emotionally, and economically. 

1. Vocational needs of a community arc typically reflected in voca- 
tional courses, especially at the tax-supported community college. The 
non-transfer or terminal programs depend particularly on feedback from 
local employers. Advisory committees are used commonly to design job- 
oriented curriculum. Many new courses are suggested by community em- 
ployers. Frequently the employer furnishes the job requirements, while 
the faculty design the appropriate curriculum. 

2. Emotional attitudes in a community vary greatly; the majority 



Academic Duties and Functions 93 


posed of department chairmen as well as faculty association or senate 
members, is assuming an increasing role in curriculum determination. 

Making newspaper and television news headlines across the nation 
in recent times has been the sixth curriculum determinant: the students. 
Although students always have had opportunities to influence curriculum 
change, lately an impatient and sometimes militant minority of students 
have created public controversy over multiple demands. The students are 
finding success in their methods. Black study programs, rather elaborately 
initiated at several community colleges, are only one example of student 
effectiveness in curriculum matters. 

What shall be taught remains a majoT question in each generation. 
The issues are many and the answers intricate. The six basic forces just 
described make curriculum determination a dynamic activity that never 
really achieves its final goal, for the goals continually change. 

The Course Outline 

After curriculum has been determined, it is translated into a course out- 
line. As a new teacher, one of your first acts should be to examine the 
course outline for each course you are to teach. The need for this examina- 
tion should be clear. You never should face a class for the first time with 
the intention of following only your own plan of course organization, for 
the college has already developed, through individual instructors and 
committee action, a plan that has met approval and which is expected to 
be followed by the individual teacher. 

You need not be a slave to the outline, however; if you find that the 
outline can be revised satisfactorily to parallel your own subject-matter 
approach, you usually can alter the plan with official approval. The key fig- 
ures whose approval is required are the head of instruction, the depart- 
ment chairman, and other instructors who must teach the same course. 
Tlie rule then is to study and revise, if necessary, the course outline. 

What, essentially, is the course outline? It is your organizational plan 
and the instructional details for the teaching of the course. The content 
of the outline differs somewhat from one CJC to another. Some plans list 
only the subject-matter content covered in the course; others axe more 
elaborate. The more complete plans might include the following divisions: 
Title and Description^ Required. Background., Course Ohicctives., Text- 
books and Bibliography, Minimum Student Materials, School Facilities 
Available, Course Content Plan, Methods of Instruction, and Methods of 
Evaluating Outcomes. 

Perhaps central among these are the aims, procedures, and outcomes, 
aims arc what we seek to do, procedures are how we propose to do it, and 
outcomes arc the evaluative results. Delmer Goode discusses these aspects 
(141). In determining aims, we ask such questions as, “Can students reach 
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them or arc they possible anti desirable?* We find procedures through the 
criteria of suitability, simplicity, student involvement, flexibility, and vari- 
ety. Through various kinds of tests and observations we determine out- 
comes. Although there arc many kinds of outcomes, most If not all arc 
reduced to student behavior. For a dearer understanding of the needs 
In these areas, study through the following sample course outline. 

A Sample Core r Fage 

course outline foe 

INTERPRETATIVE SPEECH 10 
Catalog Description: “Tills course Is for those who need training and 
experience In the selection, preparation, practice, anil delis ny of 
various types of literature for oral Interpretation. The aim is to develop 
interpretative speech skills needed for certain professions and occupa- 
tions and useful for creative outlets In recreation and entertainment." 
Three Hours. 

The Sample Outline 

I. TITLE AND DESCRIPTION: Interpretative Speech 10. a three hour 

course In the speech arts curriculum, two hours of lecture and one hour of 
lab practice. The course will lie offered for one semrstcr os un Introduc- 
tion to reading and interpretative speech skills needed for various profes- 
sions and occupations as well as for recreation and entertainment. The 
course is in the lower division and can lie transferred as a requirement or 
as an elective to most senior colleges and universities. Those needing the 
course most ore speech and drama majors and also English majors who 
expect to teach. Anyone who must read and interpret printed material on 
his job svill find the course lielpful, perhaps required. 

II. REQUIRED BACKGROUND: None. Those, however, who have had a 

course in literature and/or in public speaking arc more apt to feel at home 
in the subject. 

III. COURSE OBJECTIVES. (Serving both general and special education 
goals) 

A. To become acquainted with the type of literary material most suited to 
the needs of the oral interpreter. 

B. To analyze effectively and select authors and their writings as a basis 
for excellent interpretation. 

C. To understand and use correct procedures in the preparation, practice, 
and delivery of interpretative speech. 

D. To improve the role of the listener in the evaluation process of interpre- 
tative speech activity. 

E To learn about and appreciate the values of oral interpretation as an 
aesthetic representation of mankind's creativity. 

F. To provide a foundation of necessary training for additional education 
and work in the field of speech arts. 

G. To provide, where possible, opportunities for public performances. 
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IV. TEXTBOOKS AND BIBLIOGRAPHY: 

A. Basic Text: Charlotte Lee. Oral Interpretation. Houghton Mifflin, 1965. 

B. Supplementary: Charles Woolbeit and Severina Nelson. The Art of In- 
terpretative Speech. Appleton-Century-Crofts, 1956, Joseph Smith 
and James Linn. Skill in Reading Aloud. Harper and Brothers, 1960. 
Chloe Armstrong and Paul Crandes. The Oral Interpretation of Litera- 
ture. McGraw-Hill, 1963. Gladys Lynch and Harold Crain. Projects 
in Oral Interpretation. Henry Holt, 1959. 

V. MINIMUM STUDENT MATERIALS: Basic Text and notebook. 

VI. SCHOOL FACILITIES AND EQUIPMENT AVAILABLE: Speech 
classroom, tape recorder, microphone, phonograph, projectors, records, 
and films. 

VII. COURSE CONTENT PLAN: 

PART ONE: Nine weeks. Background content and choral practice and 
performance for project activities in oral interpretation. 

A. FIRST WEEK: Historical development of oral interpretation. 

B. SECOND WEEK: Definition and values. 

C. THIRD-FOURTH WEEK: Methods of selection and evaluation of 
material for oral interpretation. 

1. Sources of material 

2. Selection of material; extrinsic factors 

3. Analysis: intrinsic factors 

D. FIFTH WEEK: Preparation and presentation: Voice and body skills. 

E. SIXTH WEEK: Performance and evaluation 

F. SEVENTH-EIGHTH WEEK: Choral group interpretation 

C. NINTH WEEK: Review and examination 

PART TWO: Nine weeks. Specific types of interpretative content and indi- 
vidual practice and performance. 

A. TENTH-TWELFTH WEEK: Intepretation of prose. 

1. Exposition 

2. Description 

3. Narration 

4. Performance 

B. THIRTEENTH-FIFTEENTH WEEK: Interpretation of drama. 

1. Acting and interpretation 

2. Setting and properties 

3. Plot 

4. Character 

5. Technique 

6. Performance 

C. SIXTEENTH-SEVENTEENTH WEEK: Interpretation of poetry. 

1. Language: content, attitude, stanzas, wording, imagery, allusions, 
tone color 

2. Structure: regular, blank verse, free verse 
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3. Types: narrative, lyrical, dramatic, humorous 

4 . Performance 

D. EIGHTEENTH WEEK: Final review and examination 
VIII. METHODS OF INSTRUCTION. (Objectives met by the following) 

A. Lectures by the instructor 

B. Exercises in interpretation: individual and choral 

C. Recording and playback by use of tape recorder 

D. Use of evaluation forms in interpretation 

E. Oral discussions and evaluations by students and instructor 

F. Papers and reports in the analysis of authors and literature 

G. Coaching of students for contests involving interpretation 

H. Listening to famous interpreters on records and tapes 

I. Use of motion pictures or video tape 

J. Lab exercises in vocal and physical control of material 

K. Performances, where possible, for college and community 
IX. METHODS OF EVALUATING OUTCOMES: 

A. Use of point system for better detail of measurement 

B. Use of a ranking system of total cumulative point scores and the divi- 
sion of these scores into alphabetical grades 

C. Use of stated and printed criteria for effective intepretation 

D. Use of paper and pencil tests based upon reading, discussions, and 
lectures (theory, principles, and facts included) 

E. Use of specific criteria for projects and reports 

F. Use of individual conferences with students to determine needs, prob- 
lems, and possible solutions 

G. Use of subjective judgments in areas where objectivity is inapplicable 
The chief responsibility for starting a course on its way through adminis- 
trative machinery rests with the instructor most clearly involved with the 
new course. A petition for a new course (or changes and dropping of 
courses) usually proceeds from the instructor to the department chair- 
man, the head of instruction, the curriculum committee, the college presi- 
dent and/or administrative council, and finally the board of college 
trustees. The course outline should accompany the petition. Petition 
information, following a form developed by the college, may indicate ful- 
fillment of criteria by saying that the new course should 

Avoid duplication of existing courses. 

Be needed by a sufficient number of students to fill one or more 
classes, 

Have an available, qualified instructor. 

Take equipment and facilities into account, 

Demonstrate compatibility with the college’s philosophies and 
objectives. 

Meet budget approval, 

Fall within the lower division offerings. 

Contribute to the enrichment of general education. 
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Curriculum development is usually the responsibility of a joint faculty- 
administrative committee. Details of this committee and other professional 
duties and functions are included in the next chapter. 

Textbook Selection 

When you begin to teach in a CJC, you may have whatever textbook has 
been selected previously by your departmental colleagues. If you dislike 
the text or any of the other printed aids currently in use, make the best of 
it until such time as new adoptions are in order. Normally, a textbook is 
adopted for a three to five year period for greater efficiency and economy, 
especially for the bookstore. Stabilizing a text has economic benefits also 
for the students, who thus have a chance to sell and buy used texts. 

If you are the only one teaching a particular course, you will probably 
choose the text. If two or more teach a course section, book selection is 
usually decided by consensus or majority. Most colleges have a policy that 
the same basic instructional materials should be used by all who teach 
the same course. This means the same edition, copyright date, etc. Such 
coordination can be of extreme importance to the student who has to 
transfer sections mid-semester. Quite often different supplementary texts 
are allowed, but such texts are usually not “required to purchase." 

Unless one teacher handles a course alone, textbook selection is usu- 
ally determined in a departmental meeting presided over by the chair- 
man. Several textbooks are recommended for examination and possible 
adoption. All members should have an opportunity to examine all the 
books, a job that may require several weeks during the school year. 
Finally, a vote is taken and the selection is made. The chairman then re- 
ports these adoptions to the head of instruction, who ordinarily approves 
them. The bookstore is given the list of adoptions, new and old. by April 
or May; the bookstore head is responsible for ordering these books for 
the summer and/or fall terms. 

Although college instructors are generally free to select whatever 
books they' want, they have the obligation to select books and materials 
wisely. Points to consider are the following: 

1. Recency of publication, thoroughness of revision 

1. C'arftf vui via t h \Vifc wgatroatitm arrfi txirAvtCt xafoSy 
> our needs and the course you teach 

3. Language appropriate to the level of junior college students 

4. Author's qualifications and the validity of his research and reports 

5. Sufficient amount of teaching aids, such as pictures, projects, and 
questions for study and discussion 

6. Comprehensiveness, depth, and objectivity of subject matter 
treatment 
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Item six, dealing with objectivity, is apt to cause the most trouble. Be- 
cause junior colleges are closely identified with specific communities, many 
local citizens may be concerned about slanted presentation of subject 
matter. By slanted, we mean views which favor one side of a controversy. 
For instance, the selection of a history textbook which espouses a political 
cause (like communism for America) would be foolhardy. Remember 
that your students will take the book home, and share it with their parents 
and friends, who may complain to the college president and board. 

In many cases, colleges have procedures whereby community citi- 
zens can challenge any book or instructional material used in their par- 
ticular college. Be prepared to justify any book selection if it falls into 
the critical category. If you are unsure, discuss the question with the de- 
partment head or person in charge of instruction. Of course, many public 
complaints may be based upon misunderstanding and unjustifiable fears; 
but, if a teacher uses his lectern to preach and persuade instead of to 
teach and inform about all sides of issues, then he violates the special 
status of his position. He should strike a delicate balance between vague 
neutrality and propagandizing; he should tTain the students to think and 
decide for themselves. 


Instructional Equipment and Supplies 

Proper use of instructional equipment is necessary to good instruction. In 
the course outline, you’ll remember, is a section regarding facilities and 
equipment available for teaching the course. If you know your teaching 
area as well as you should, you will have no difficulty in planning the use 
of instructional equipment. At this time, we offer no instruction on the 
selection of equipment and supplies: we only point out the necessity of 
using them. Undoubtedly you will have several areas within your college, 
often the library, where equipment and materials are stored. Frequently 
you will find a director of instructional technology or a co-ordinator of 
instructional aids to assist you in planning and using all available resources. 

We can itemize your duties as follows: 

1. Determine what material aids are available. 

2. Conduct an extensive study on the values of these various aids. 

3. Select specific aids which would help you teach your course, 

4. Order these aids by buying them through the departmental 
budget or requesting them through the library's AV aids office. 

5. Place your order well in advance of the time you will need to use 
the materials. 

6. Properly prepare your students prior to the actual employment of 
the materials. 
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7. Exercise proper techniques when the materials are in use. 

8. Follow-up the use with class discussion and student testing. 

9. Return all equipment and materials to their sources unless these 
aids are checked out to you permanently. 

10. Evaluate die use of the aids in your class to determine if you 
should use them again or make some change in your procedures. 

Although techniques are discussed in Chapter eight, it may be helpful at 
this point to look again at our sample course outline to see how a few ex- 
amples of instructional technology can be applied to it. By examining 
some aids for the oral interpretation course, you may think of certain ap- 
plications within your own subject area. 


Technical Aida 

Listening to radio, tape, and records of 
famous interpreters of literature 
Observing still and motion pictures 
of interpreters and key geographical 
areas where the literature developed 
or where interpretation first became an 
art 

Inspecting a map showing key cities 
where theatrical interpretation thrives 
Learning how to use a microphone and 
recording device as aids to clarity and 
projection of voice 

Using an overhead or opaque projector 
to illustrate the proper structure, cut- 
ting, and ediu'ng of literary material 
Recording classroom performances with 
a TV or motion picture camera 
Using a teaching machine for pro- 
grammed study of theory, facts, and 
principles in interpretation 


Non-Technical Aids 
Attending a live performance by an 
oral interpreter {field trip) 
Participation in the preparation, prac- 
tice, and delivery of individual inter- 
pretations of various types of literature 


Physical practice in learning how to 
use a manuscript before an audience 
Exercises in voice control— rate, dura- 
tion, volume, pitch, quality, rhythm, 
etc. 

Physical activities in cutting and edit- 
ing printed material 

Oral reading exercises 

Observing classroom performances 
Group participation in choral reading 
and interpretation 


It is your duty to secure training in the use of instructional materials and 
to apply this training in. class whenever the subject lends itself to the use 
of these materials. Not only does instructional technology add an element 
of entertainment to the serious business of learning, but it also aids Im- 
measurably in helping the students to grasp essential information and to 
retain it for longer periods of time. As new technical devices continue to 
be invented for classroom use, it is important that you keep up with them 
and apply them profitably in your teaching. 
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Attendance Accounting 

In states where junior colleges are supported by state funds on the basis 
of attendance reports, it is your duty to keep accurate records of student 
attendance. In other states or in private junior colleges that receive no 
state financial support, attendance accounting is still considered important 
as a means of contributing to the student’s grade. Such is not the case in 
many four-year colleges and universities, where attendance sometimes is 
not required. 

Attendance accounting procedures are apt to vary in details from one 
CJC to another, even though the state may require a uniform overall pro- 
cedure. In some public junior colleges, for example, attendance in each 
class is registered by the teacher twice each semester, each time account- 
ing for the number of hours each student was in a class for a one-wcek 
period. In many larger colleges, each teacher is provided with electronic- 
data-processing attendance cards for each student registered in his courses. 
Some states pay a considerable sum to support the public CJC through at- 
tendance figures and there is, therefore, great pressure for clerical accuracy. 
Whatever system is used, indicate it in front of your roll book so that at- 
tendance accountants and others such as substitutes who must refer to it 
knowhow to read your symbols or those adopted by college policy. 

Important to attendance accounting is your system of roll taking. A 
standard method is to prepare a seating chart and use it to check the ab- 
sences immediately. As you find empty seats, you might call out the names 
of those who occupy them just in case someone is in the wrong seat. Per- 
haps it’s best to wait until the second week to establish definite seating, 
because in a CJC there may be shifting around from one course to an- 
other; this is particularly true in the public junior colleges. Some students 
may decide on the first day the course is not for them; others may enter 
your course for the first time on the third or fourth class day. It is wise, 
regardless of when you prepare the seating chart, to call the roll at the 
first few meetings just to learn the names and to become acquainted with 
the current pronunciation. Roll taking, particularly in very large classes, 
may be done by some assistant or trusted student. 

Regarding withdrawals and additions to the class roll, the college will 
probably inform you of these students by placing a form notice inside 
your school mailbox. For accuracy and for keeping your roll book up to 
date, you should make these changes on the day that you receive them. 
For withdrawals be sure to cross out the names of the affected students 
on the seating chart; in the roll book indicate the date and a W for with- 
drawal. New students arc added to chart and book with an entering date. 
Comments about the grades of students who withdraw are in the next 
section. 
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Grade Accounting and Counseling 

In addition to attendance reporting, the keeping and reporting of student 
grades is probably your most important required academic duty. At the 
middle of the semester or quarter, a large number of community colleges 
require that students be notified of their progress. In these schools the 
teacher must provide a mid-term warning to those students who are not 
measuring up to the satisfactory or C grade level. It is a fair requirement 
for several reasons: (1) Students themselves need to know at this time 
how well they are succeeding insofar as class averages and class goals 
are concerned. (2) The counseling office needs to know which students 
are in trouble so that counselors as well as teachers themselves can help 
these students improve their achievement. (3) The admissions or related 
office must know whether probationary students are in danger of being 
eliminated from the college or of being denied the privilege of graduation. 
(4) The professional staff as a whole should be informed about these stu- 
dents and the percentage of the student body they constitute. (5) Finally, 
and not necessarily last in importance, are parents, who frequently are 
kept officially informed. 

Mid-term grade reports indicate college interest in individual and 
overall student progress. The object Is not to ridicule or scold the student 
in trouble but to inform him, while there is still time left in the courses, that 
he is at the danger level and can raise his standing in certain specific ways. 

Five of the most common criticisms are (1) absent too often from 
class; (2) does not turn in all assignments; (3) does his work carelessly; 
(4) scores too low on quizzes and examinations; (5) seems to have emo- 
tional problems that interfere with class achievement. 

Mid-term grade accounting may consist of completing warning notices 
showing current grades and reasons for them. When electronic-data-proc- 
essing cards are used, the college provides one for each student with his 
name and other identifying information printed across the top. If grades are 
not required for any but those students doing unsatisfactory work, you 
simply throw away the extra cards. On the cards used, mark the bubble 
indicating the grade, whether it be unsatisfactory or the specific grades of 
D andF. 

Even though you may not be required to report mid-term grades to 
your college office, it is wise to make such a report to your students, be- 
cause most may wish to strive for a better class standing before the final 
grades are calculated. You could announce these grades orally in class, 
but it may be less embarrassing if a listing is placed on the class bulletin 
board. Each student can be given a code number, possibly one which 
corresponds with the student’s number in the roll book. At his conven- 
ience, the student can check his class standing in relation to the total 
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group. When the grades ore posted, you can announce that you are avail- 
able for individual conference appointments relating to these grades. In 
some cases you may request that a particular student in trouble see you 
about his grade; make the request privately if you can. 

At the end of the term after the final examinations have been graded 
and recorded, you must once again complete a grade sheet or electronic- 
data-processing card for each student. Junior colleges normally use the 
familiar alphabetical grades. A, B, C, D, and F, although this traditional 
system is frequently attacked (63). At this time you must also account for 
those students who did not complete the course. Though systems will vary 
in minor details, the following system is typical: Students who have with- 
drawn from your classes within a specified time set by the college are given 
a W, Those who have withdrawn after this date are sometimes given a W/P 
(Withdrawal, Passing) or a W/F (Withdrawal, Failing). Those students 
present at the end of the course but not completing essential work arc given 
an I, standing for Incomplete. Increasing in popularity as a substitute for 
specific grades are the so-called “credit-non credit" courses. The most im- 
portant step is to familiarize yourself with the specific procedures at your 
college. 

Essential to grade accounting is the establishment of a plan of grade 
distribution. No one can dictate to you how to assign your grades, be- 
cause this function is the strict domain of the professional teacher. Never- 
theless, you should know the grading philosophy of your institution. Some 
helpful information about junior colleges, moreover, may change your 
ideas about grading. Unlike elementary and secondary education, college 
education is not mandatory. Children in the lower grades represent heter- 
ogeneous groupings, characterized by wide dissimilarities found in any 
cross section of people. Because higher education is freely elected by 
students, they tend to fall into homogeneous groupings insofar as their 
innate intelligences and abilities are concerned. In this respect, students 
in the senior institutions of higher education are expected to be intel- 
lectually more homogeneous than those in the junior colleges. 

All of this means that the normal curve of grades, found in hetero- 
geneous groupings, is usually inapplicable for higher education; the grade 
curve in colleges is apt to be skewed toward the upper end. In essence, 
there should be fewer people in the D and F categories of grades than 
there are in the A and B categories Because entrance requirements for 
four-year colleges and universities are generally higher than those for 
junior colleges, the latter institutions are apt to have a higher proportion 
of so-called average or C students. Much depends upon the class, how- 
ever; for very large classes in general education courses, grades may fol- 
low the normal curve more closely than would grades in special or elec- 
tive courses. The smaller and more demanding the class, the higher may 
be the average grade in that class. 
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Junior college administrators and counselors frequently study the 
grade distribution patterns of their own faculties. This study gives them 
one picture of both student and teacher effectiveness. Occasionally a 
teacher lias been challenged to give evidence in support of his grade dis- 
tribution. The challenge could come for giving no As or for giving too 
many. 

Student failures constitute a larger number of a given CJC enrollment 
than most of us would like to see. One study of a college showed that 43 
percent of all students completing a semester were put on probation or 
were disqualified from further college study (63). Another study of a col- 
lege reported 30 percent, 77 percent of which were in a transfer program 
(60:76). Grades affect students greatly and therefore should be carefully 
derived. To satisfy yourself that your grades are reasonable and con- 
sistent with those of other instructors, you should occasionally discuss the 
process with other department members or the dean of instruction. 

The counseling function is not limited to conferring with students 
about grades. Perhaps you have heard the statement that "every teacher 
is a counselor," You can counsel a student about professional and voca- 
tional opportunities in the area that you teach, about the talents and skills 
he will need, about course requirements for a major or a minor in your 
areas, about where he can go to complete his upper division course credits 
or, in the case of a terminal-vocational student, where he can obtain a 
job upon graduation. "Faculty involvement in a career conference pro- 
gram is also vital. . . . Faculty members are in a position either to assure 
the success of the program or to guarantee its failure through their daily 
contacts and influence with students" (346:41). 

Some colleges insist that their teachers serve both as regular coun- 
selors as well as teachers. The Fashion Institute of Technology, for in- 
stance, is a two-year college that has built this condition into the applica- 
tions for faculty positions and in promotion and tenure requirements. 
Duties automatically include regular counseling. Each faculty member is 
assigned from 5 to 20 guides (students); the average is about 14 per 
teacher. Duties include academic and technical counseling, counseling for 
students with psychological or philosophical problems, and counseling 
for socio-cultural development (84). 

Whatever your specific duties in this area, you'll find that students 
depend upon you lor guidance and counseling. Announce to your classes 
that you stand ready to help them. Announce your office schedule and 
have interested students make appointments rather than try to catch you 
in the hurried moments immediately before and after class. Each time 
you extend a kindly helping hand to a student, you are extending your 
own usefulness as a teacher and your own reputation as a professional 
person. 
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The Class Policy and Orientation 

When facing your class for the Erst time, you must explain to the students 
the various aspects of your class policy. This is the initial orientation pe- 
riod. Although you may wish to handle this function on the second or 
third meeting, consider that students generally want the orientation early 
so as to decide more wisely if they want to remain in the course. It is far 
better, it seems, to make the course purposes and requirements clear and 
get all of the class shifting and withdrawals over during the first few days 
of the course. 

What attitude should you demonstrate in the orientation period? Per- 
haps the best approach is to emphasize positive goals in a realistic way. 
Describe the work and policy of the course, by all means, but do it in a 
way which suggests reason and sympathetic understanding. The friendly 
but realistic approach seems to bring more positive results than the stem 
and threatening approach. 

To orient the class to your course and class policies, the following 
areas are suggested.* Some of this information can be placed on the black- 
board or given to ) our students on a handout sheet. 

Instructor’s name and background: Your general background is im- 
portant here because it establishes your qualifications for teaching your 
students, it reveals something about your personality and character, and 
it provides an insight into your basic philosophy and aims. By hearing 
this information, your students can better understand and appreciate 
what you have to offer them, and a belter instructor-student rapport is 
established. 

Name of course, catalog description, units, etc.: Many students rnay 
have been scheduled into your class without their having checked this 
important information. Take very little for granted. Announce whether 
the course is general or special education, whether the course is transfer- 
able as a requirement or an elective, and other related facts. Although 
values and appreciations will be elaborated upon later, now is the time 
to point up aspects of motivation. 

Textbooks and syllabi: Avoid great detail here, but provide a general 
picture of the basic text materials along with information about authors. 
Describe briefly how much of the basic text will be covered, comment on 
its basic philosophy and/or organizational approach, and note any other 
materials students must buy for the course. 
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Broad objectives: Refer to your course outline here to male sure you 
cover the complete list of objectives. Give brief explanations as you go 
along. Show the reasons for these goals, the values and importance to the 
students. Let them know if the stress will be on function, theory, or both. 
Wherever possible, define the course objectives in terms of expected stu- 
dent behavior. 

Content outline of the course: Again, follow the content as shown on 
your course outline. You may wish to show the topics covered week by 
week or else a general picture without reference to time. Be sure to com- 
pare your content outline to the table of contents in the basic textbook 
to show interrelationships. 

Exercises end projects: Show the functional learning activities which 
help your students reach the course goals. Show which activities will be 
written and which will he oral or physical in nature. Indicate here only 
general requirements for reading assignments, reports, term papers, lab 
work, and the like; announce that the details will be furnished to them 
later when these activities are introduced into the course. 

Evaluation: Explain how many quizzes and examinations you 
wfll have, over what areas of the course, and the types to be used, 
whether essay, objective-type, or subjective observations. Evaluation is 
especially effective when it is expressed in terms of student behavioral 
outcomes. 

Grading system: Explain how much weight will be given to the var- 
ious activities and examinations, particularly how much the final will count 
in the total grade. Announce whether you will use the alphabetical sys- 
tem or the mathematical {points or percentages) system in recording 
grade credits. You’ll find that most students will be more concerned about 
grades than with the actual good they can gain from course content. Once 
again, you might reemphasize course values to them. If you can get them 
into the proper frame of mind about learning, grades may become sec- 
ondary. A clear cut introductory explanation of student behavioral ob- 
jectives and evaluation can reduce student anxieties, which are often 
increased by amorphous instructional objectives and vague evaluative 
criteria. 

Attendance and other factors: Explain the college policy (as well as 
your own) concerning attendance, withdrawals, and re-admittance. An- 
nounce the conditions under which you would excuse them for an ab- 
sence. For excused absences, its wise to ask for xerificab'on, such as a 
doctor’s appointment card. If you make a policy of accepting an oral 
excuse from the student himself, you must expect to have some students 
take advantage of you. If attendance is included in your grading, show 
the credit to be given. If tardiness is significant to you, mention that also. 

Questions and discussion: Don't assume that you have been perfectly 
clear in the presentation of your class policy. Always include time for an- 
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swering questions and clearing up misunderstandings. When all of this is 
done, it would appear that you are ready for the actual teaching of the 
course. 


Other Responsibilities 

Thus far we haw discussed the major academic duties and functions re- 
lated to the CJC classroom; listed below are additional common areas of 
responsibility. 

Care of equipment and classroom : You and the colleagues who share 
your teaching space are directly responsible for the general condition of 
your classroom. Treat equipment as if it bad to last forever. Although jun- 
ior college students are more mature than those on the lower levels, some 
have not yet developed a concern for others’ needs. You must, therefore, 
guard against students' destructive behavior. Since junior colleges are 
frequent victims of thefts and burglary, make sure you secure the class- 
room when you leave it for more than a few minutes. 

Room comfort; You must regulate the heating, lighting, and ventila- 
tion in the room if possible. If you have air conditioning, keep the doors 
and windows closed. Studying will not be pleasant if the room is too cold, 
too hot, too drafty, or too close. When through with the room, he sure to 
turn oB not only the lights and equipment but whatever else may be 
appropriate. 

Fire orientation: Your junior college board probably has established 
a policy that requires teachers to give orientation to students on the sub- 
ject of drills in case of Ere or other emergencies. When such a drill occurs 
in the college, your duty is to usher the students to an outside designated 
area. To avoid drafts which may aid fires, close both the window's and the 
doors after you. 

Class bulletins and requests: Some colleges may require that you read 
a daily bulletin to your classes as one way to keep them informed of an- 
nouncements important to them. Bequests for information or miscella- 
neous reports related to your classroom or your teaching should be com- 
pleted and returned promptly to the various college offices requiring them. 

Teaching of values: Begardless of what subject you teach, a college 
may expect you to assume general responsibility for the teaching of cer- 
tain values. In the lower grades, for instance, most teachers must be con- 
cerned about good citizenship, patriotism and devotion to country, respect 
for law and order, the rights and responsibilities of citizens, and so on. 
In general, junior colleges exhibit more concern for these areas. Many 
colleges are deeply concerned about moral and spiritual values, in partic- 
ular. The teacher's behavior is perhaps the most powerful means of in- 
struction in these areas. 

Adherence to truthful teaching: We have already mentioned this duty 
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in the previous subject area of textbook selection, but here we mean care- 
ful and objective presentation of knowledge. Some teachers may be care- 
less about facts; some may even hide or lie about facts. Nevertheless, both 
sides of a controversy should be presented as fairly as possible. We should 
be free to pursue knowledge but not to indoctrinate (236). It is under- 
stood, however, that church organized and sponsored junior colleges are 
often expected to stress values as well as academic content. Under such 
special circumstances, indoctrination may be expected when it is conso- 
nant with the philosophy of the private college sponsor and when the in- 
tention is made clear from the outset 

Adherence to class schedule: Every teacher should communicate a 
positive attitude toward the importance of his classes. Unless a scheduled 
class meeting is canceled by the administration, endeavor to meet classes 
on time. Each class should remain in session for the full time allotment 
Dismissal of classes for all or part of a period usually needs permission 
from the proper authorities. If you are ill or become ill on the job, report 
it to the office as rapidly as possible so that arrangements can be made to 
notify your classes or to secure a substitute teacher. Let the office know 
when you expect to return to work. If a sick-leave policy is in effect at 
your college, complete the sick leave form upon your return. 

Establishment of office hours: Classroom duties are extended into 
your office for the purpose of counseling and helping individual students. 
Most junior colleges attempt to provide office space for each faculty mem- 
ber, Ordinarily at least one hour of office per day is mandatory. Keep de- 
pendable hours so that you can be reached by people who have business 
to conduct with you. 

Instructional improvement: Strive continually to improve your teach- 
ing by evaluating and improving your methods and techniques. Such a 
classroom duty involves trying to understand >our students’ needs and 
abilities, advancing their education as far as they can go while you have 
them in class. 

Personal conferences about instruction: When you have teaching 
problems that you cannot handle alone, it’s your duty to confer with 
proper authorities about them. If you do not receive adequate orientation 
about your teaching duties and functions, take the initiative. What may 
seem hke disinterest is likely to be a reflection of an administrator's reluc- 
tance to seem officious. 

Inventory and budgets: At year’s end, you may be required to sub- 
mit an inventory of all equipment and materials under your charge. Nor- 
mally everything inside your classroom is included on the list except for 
the common desk supplies. By this time, in late spring, you will also be 
asked to determine what instructional materials and supplies are needed 
for the following school year. Whatever you need, whether it is a complex 
piece of machinery or a simple bookcase, include it on the appropriate 
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form along with the approximate price and where it may be secured. Do 
not be overly conservative in these needs; let someone else decide whether 
the material can be afforded. Your primary responsibility is to recom- 
mend what is needed to do the best possible job in your teaching field. 
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(Ions. For instance, a teacher is requested to attend a staff meeting 
(mandatory), but be is expected to attend on important sports event on 
campus (obligatory)- The most successful staff mcmlxr, we believe, is 
one who treats l»lh of these requirements in the same manner, one who 
responds equally to official requests and to reasonable expectations. 

There arc multiple values to the instructor who participates fully in 
both the mandatory and obligatory out-of-class activities. By associating 
with students and colleagues on both formal and informal liases, he gains 
a greater mutual respect, understanding, and cooperation. He enhances 
his professional growth by his participation, lie sometimes demonstrates 
administrative potential and is assignor! additional college responsibilities 
for which he receives greatrr financial remuneration, ffis physical, men- 
tal, and emotional growth is fostered and accelerated by his active in- 
volvement in matters outside the classroom. In essence, the better lie 
participates and performs his professional non-teaching duties and func- 
tions, the more he gains as a teacher and as a human l>cing. 

Certain types of mandatory duties may be assigned more often to 
new rather than tenured instructors; new iastructors are likely targets for 
such duties as student advisory assignments, dance clwpcroncs, or ticket 
taking at a sports esent. Ness* teachers find themselves with some of these 
extra duties because tenures! staff members may have already served their 
"time" in these activities, may base teaching loads which rule out extra 
duty, or may have cxhibitcsl persuasive power in escaping the extra as- 
signments. Fortunately, some colleges rreognire the danger of overloading 
the new instructor with these extra duties. Their answer is to defer most 
non-teaching assignments until the teacher’s second or third year; the de- 
ferment enables the new person to give his full energies to finding and 
developing teaching proficiency in an unfamiliar environment that de- 
mands many adjustments. 

To determine the status of the ten professional res pores ibi lilies dis- 
cussed in this chapter, we asked the specialists in our college-faculty sur- 
vey to check whether they were mandatory (assigned or requested as n 
specific professional duty), obligatory (expected), or neither mandatory 
nor obligatory. Responses of the mafority indicated that assigned or man- 
datory duties ore in the areas of staff meetings (8S percent), college 
committees (63 percent), and college accreditation (65 percent). Classi- 
fied as obligatory or expected duties by the majority of responses were 
club ndvisement (71 percent), faculty association or senate participation 
(51 percent), attendance at college functions (79 percent), professional 
growth activities (65 percent), administrative relations (60 percent), 
and community relations (75 percent). In the last two areas, almost all 
respondents indicated by their answers that faculty members were ob- 
ligated to maintain satisfying roles and relationships with administrators 
and the community in general. 
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When we checked the majority of responses in each college, we found 
that three of the professional responsibilities were required and the other 
seven were obligations. Assuming that most of the respondents were ac- 
curate, we can say that 20 colleges required participation in staff meet- 
ings, 13 required duties in the area of college committees, and 14 required 
participation in college accreditation when the colleges were involved in 
this function. The greatest number of colleges in the “Obligated" category 
was 19 for "College Function Attendance." The greatest number in the 
“Neither" category was 7 for “Faculty Association or Senate." 

In summation, the results show that all 10 areas arc cither mandatory 
or obligatory in most of the colleges studied; we presume the same would 
be true if a much wider sample had been taken. These professional re- 
sponsibilities arc representative of those you arc apt to find wherever you 
work in a CJC. 


Staff Meetings 

As a beginning instructor, you may come to regard junior college faculty 
life as one long series of staff meetings. Even before classes begin, you 
will be requested to attend orientation meetings for new staff members. 
In addition to on-campus orientation, you may also have district meetings 
to acquaint you with policies and procedures, especially those in a multi- 
campus district. These meetings for new staff members arc eitremcly im- 
portant, since they are designed to help you meet your responsibilities as 
effectively as possible. Most colleges operate on the assumption that you 
know your subject and how to teach it; however, as n new member, you 
will not know the various campus routines and procedures that arc dis- 
cussed in some detail in Chapter Five. Each campus has evolved unique 
variations of the general administrative procedures. Consequently, every 
junior college has to provide briefing sessions for new staff members. 
Harris says that "The tenure faculty ought to participate as well, in order 
to get some of the collected smog removed from their brains and restore 
their sensitivities to the needs of students and community” (157:11). 

Quite often the meetings for the new staff are followed by general 
faculty meetings. These sessions usually rev icw any new procedures that 
are to be introduced in the fall semester. At the combined meetings the 
superintendent and the president, the deans, and the librarian usually 
•naW-iravah “ha- ujijwf tuiifty “to 'ublrresv “ha^u'uda- -ir.ffi , ‘ru -hrjiv *hn s ir in- 
tention to new developments of general interest. You arc likely to be 
introduced at the general meeting, which often will l>c followed by a tea 
or coffee hour. 
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ment. These, as well as all other staff meetings, are considered mandatory, 
at least in 20 of our 22 colleges studied. You will be wise to be prompt 
as well as continual in your attendance. In terms of your class-room re- 
sponsibilities and teaching skills, department staff meetings have the most 
immediate impact. The choice of textbooks, the planning of courses, the 
coordinating of sections and sequences— all of these are likely to be dis- 
cussed and decided at department level. These meetings have the added 
dimension of acquainting you with colleagues teaching in your field. They 
can be of appreciable assistance to you, not only in your first year but in 
the semesters or quarters thereafter. Senior faculty members are likely to 
take their cues from you in the matter of offering assistance; they may 
prefer to tender help only if you reveal a desire for it. 

Staff meetings usually continue in a logical pattern through the remain- 
der of the school year. At the beginning and end of each semester or year 
the greatest number of decisions are to be made and the largest amount of 
information is to be disseminated. Among these peaks of activity you may 
find distributed other meetings which have been timed to avoid the rush 
periods. Like the opening meetings of the year, the final meeting will prob- 
ably involve the general staff, mixing together a social occasion with infor- 
mation on faculty summer plans, check-out procedures, and announce- 
ments of staff changes. 

A person’s absence from a mandatory staff meeting is silent commu- 
nication. Absence implies “You and your meeting are of little import to 
me.” Of course, there will be times when illness or some other problem 
will prevent your attendance. In this event you should make known to 
those responsible for the meeting the reason for your absence. In a sense 
the situation is analogous to your relationship to the student who is ab- 
sent without excuse; unless he takes the time to explain to you the reason 
for his absence, you assume he had no legitimate excuse. When there is 
no explanation, the logical assumption is that the absence is of little con- 
cern to the absentee. The instructor who is habitually absent from staff 
meetings announces silently but clearly his attitude toward his colleagues, 
the institution, and the profession; furthermore, in most colleges he may 
be inviting dismissal as a teacher. 


College Committees 

An official assignment to a college committee is also a mandatory duty for 
teachers in the CJC, although the majority in 9 of 22 colleges of our sur- 
vey reported this duty as obligatory. Such an assignment gives the teacher 
on important voice in the decision-making machinery of the college. Deci- 
sions which represent the end product of faculty study and discussion can 
bat a higher average than those represented by the thinking of only one 
person. A committee or group derision is more apt to consider justly those 
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whose lives are affected by the decision; the affected people are more apt 
to accept a decision when it comes from the consensus of a well-trained, 
professional group concerned about their welfare. Faculty participation 
in group decision making increased greatly during the 1960 s. Committees 
have been criticized and satirized; despite their shortcomings and weak- 
nesses, they have demonstrated their values, chiefly in offering an alter- 
native to decisions by autocracy. There are still numerous decisions which 
have to be made administratively and individually; nevertheless the com- 
mittee is established as a vital complement to CJC administration. 

Administrative Committees 

Many college committees are related to the institution itself. Members, 
sometimes ex officio, usually include the president and one of the deans. 
These committees represent the integration of the faculty into the deci- 
sion-making process. The president is responsible ultimately for the 
decision, but he acts with the recommendation or advisement of the com- 
mittee. He often has a "cabinet,*’ composed commonly of deans, department 
heads, and the president of the faculty club or senate; very frequently, 
the chairmen of the various committees— if they are not already adminis- 
trators— serve on this cabinet. The title of this cabinet committee is fre- 
quently President’s Advisory Council, the title varying with each campus. 
Its essential task is to bring together those staff members who are directly 
involved in policy decision and implementation. They function also as 
liaison between the president and the faculty and the board of trustees 
and the faculty. 

Ashmore discusses some of the basic principles of organization of the 
committee in administration (II). First, the purposes and problems of the 
committee must be clearly defined and understood. The committee must 
also understand procedures of when and where reports are to be 
made. To motivate committees and to produce satisfying results, the ad- 
ministration must consider all committee recommendations. We should 
add the fact that such recommendations are binding upon the president 
who delegates administrative power to these committees. Reports should 
be completed on time and based upon the best knowledge and judgment 
of members. There must be specific organizational and administrative 
regulations relating to committees. Ashmore supports the right of admin- 
istration to override a report when specific reasons exist, but such a prin- 
ciple would be operative only when the president has clearly reserved 
for himself the right of veto. Legally, he does not have to eliminate his 
veto rights, but he should adhere to the policy he selects. 

Subordinate to this central committee are the various subcommittees, 
composed largely of faculty members. Although each campus may have 
several of these groups peculiar to the specific college, there are others 



116 Community Junior College 


which seem to be rather standard, at least in function if not in title. The 
most common committees are those concerned with curriculum, research 
and development, community liaison, student activities, instruction and 
in-service education, library, and faculty employment ( screening). 


Curriculum Committee 

Perhaps the busiest committee is the one concerned with curriculum. Be- 
cause of the constant need to consider pew courses, changes in old 
courses, textbook changes, the preparation of lucid course outlines and 
catalog description of courses, the committee meets more often than most 
other committees. Working closely with the dean of instruction, members 
study and approve changes or additions which continue on through chan- 
nels to the administrative cabinet and finally to the board of trustees. 
Membership not only admits contribution; it is also valuable as a means 
of learning more about the curriculum patterns and needs outside one’s 
own discipline. Studying other course outlines offers an opportunity to 
improve ones own outlines. Whether or not a member, you may meet 
with this committee to present your proposals; your presentation forces 
you to examine thoroughly your reasons for adding or changing a course. 


Research and Development Committee 

Sometimes titled the planning committee , this group works directly with 
the president or whoever has been designated as the director of research. 
The group has the interesting and somewhat disturbing responsibility for 
deciding what questions the junior college should be asking, how the 
answers can be found, and how they can be communicated and accepted 
after their discovery. Many of these decisions have much to do with the 
future of the institution, inasmuch as their anticipatory guesses commit 
the college to program and facilities aimed at the needs of the next dec- 
ade. Concerned with the discovery and interpretation of current facts re- 
lating to status, the committee plans accordingly, involving in the process 
all in the college and community who can contribute to their findings. 


Community Liaison Committee 

This group includes as members both college and community people. 
It works closely with the president or an administrator designated by him. 
The chairman is very apt to be a byman in the community. In many cases 
there may be several of these committees, each serving some special need 
to develop better articulation between college and community in one par- 
ticular area. These groups also include the category of community ad- 
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visory committees. These citizens serve as a source of vital information 
from the “consumers” of the CJC "product.” The common procedure is 
to appoint representatives with mutual vocational concerns, such as busi- 
ness, nursing education, or a technical-vocational field. These meetings 
provide an opportunity for communication between the college and the 
community, for employers to voice their concerns, and for college staff 
members to describe and explain the programs and policies of the college. 


Student Activities Committee 

A dean may head this committee or at least be a member of it; he is usu- 
ally in charge of student affairs, or he may be the dean of men; in the 
latter case, a dean of women may also serve on the committee. The 
group’s job is to study and recommend policy for the supervision and gov- 
erning of student conduct and activities outside the classroom. In this, as 
well as in other committees, students themselves may be represented by 
student officials, usually the president of the student body or the chair- 
man of the student activity council, composed of club representatives and 
student body officers. Numerous student problems are discussed for the 
purpose of establishing guidelines, rules, and regulations. Official recom- 
mendations are sent to the central administrative committee and the 
board of trustees for final approval. 


Instruction end In-Service Education Committee 

Usually headed or chaired by the dean of instruction, this committee con- 
cerns itself with the problems and improvements of instruction. Any as- 
pect of instruction is fair game far the group’s deliberation. Many of the 
colleges philosophies and regulations concerning the teaching function 
are given birth by this committee. To help instructors do their jobs more 
effectively, in-service education programs are created and scheduled, 
teaching schedules and loads are improved, facilities and teaching aids 
are increased. 


Library Committee 

Exes. it z. l&sisvw. t. kus-gc. m mxVmmj, •ha. Uskwj , Wt vfwrfc, 

guidelines and special asistance of the administration and total faculty. 
Serving as chairman or member of this group, the librarian seeks leader- 
ship and decisions in the choice of periodical subscriptions and criteria 
in the selection of books. The holdings of the library frequently include 
other materials such as magnetic recording tapes and motion picture 
films. The library budget is also discussed frequently. In these days of 
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federal funding, this type of committee serves as liaison between the fac- 
ulty and the library for establishing project areas and priorities. If we 
accept the premise that the library is central to the life of the CJC, then 
the work of this committee is essential to faculty and students. 


Faculty Employment (Screening) Committees 
You may become acquainted with the screening committee even before you 
join a faculty. The committee interviews prospective candidates for em- 
ployment as instructors. The membership is usually a very select group, 
including a department chairman, other members of a department, the 
dean of instruction, other subordinate administrators, and the presidents 
of the faculty association and the college. In a few colleges, students are 
admitted on the committee. The formation of such a committee is an ex- 
pression of the administrative acceptance of the faculty’s selection of its 
new colleagues. Duty with this committee is very important, because it 
combines the responsibility for selecting one’s colleagues with that of 
making decisions that may have a profound effect on the applicants fu- 
ture. The committee must rcali 2 c that interviews, even at best, arc some- 
what artificial situations. Wise decisions require as many criteria as 
possible to reduce the likelihood of any one criterion overwhelming the 
others. 

Faculty Association Committees 

Occasionally there is some duplication of committees, particularly if the 
college president’s Style involves committees and if the faculty association 
president and senate create their own committees. Often the administra- 
tion and faculty leaders will evolve an amicable arrangement that allo- 
cates duties on the basis of interests and abilities. College committees arc, 
of course, usually assigned; they can, therefore, be classified ns mandatory 
duties. On the other hand, faculty association committees arc obligatory 
assignments for members. These faculty committees usually include such 
categories as professional ethics and faculty salaries, to cite only two. 
Professional ethics committees may act as arbiters or “policemen.’’ In a 
situation where an issue arises between faculty members and adminis- 
trators, it may be necessary to have a third l>ody study the problem and 
make a recommendation. Or It may be that a staff member's conduct is 
jeopardizing the reputation of his colleagues and the college. These prob- 
lems require a combination of varying proportions of tact, concern, and 
force. On the one hand the committee has to protect the freedom of the 
instructor; on the other hand it has to be concerned for all of the Instruc- 
tional staff. Self-policing of one’s own profession should be one of the 
characteristics of Us mcmliers. 
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Three Simple Rules 

Any member of these or other committees may request your service; our 
discussion has been limited to examples of those which you are most likely 
to encounter. Your service on any one of them can be useful training for 
you and valuable service to your college 3nd your profession. To be an 
effective member you should observe at least three rules; 

1. Do your homework; prepare for the meeting. 

2. listen carefully and speak effectively. 

3. Keep personalities out of the discussions; staying with the issues 
is the best insurance against gossip, bull sessions, or strained relationships. 


In-Service Education 

Many CJC districts and campuses maintain in-service training institutes. 
These are commonly designed to continue the professional training of 
faculty members after they have completed their formal preparation for 
teaching. When administratively conceived for the general staff, in- 
service training programs are generally mandatory insofar as faculty at- 
tendance and participation are concerned. These programs have to do 
with teaching techniques, new curriculum programs involving the total 
faculty, and the latest information about technological aids, among other 
subjects. Off-campus speakers are used frequently; field trips are taken. 
Sometimes professional credit is given for attendance at cultural affairs 
and professional association meetings. 

An unusual form of in-service education is that offered by Monterey 
Peninsula College in California. Financed by a grant from Ford Founda- 
tion’s Fund for the Advancement of Education, members of the college 
faculty visited other colleges across the nation to find out whether travel 
seminars are worthwhile. Results showed that the answer was "yes.” 
Fletcher, reporting these results, said, "But we . . . are not alone in 
pointing to specific values of a travel seminar. Last year the Systems De- 
velopment Corporation of Santa Monica completed a contract with the 
United States Office of Education 'to conduct a study of the effectiveness 
of traveling seminars.' Their primary finding: the traveling seminar 'is a 
highly effective dissemination method for stimulating and facilitating edu- 
cational innovation.’ Their leading recommendation: The traveling semi- 
nar technique should be expanded and actively supported as an effective 
dissemination activity by the U.S.O.E., state departments of education, 
and local school districts’” (116.21). 
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Apart from college-sponsored institutes and training programs where 
attendance may be required, are those activities in which faculty mem- 
bers participate voluntarily— summer school attendance, night courses, in- 
dependent study, educational travel, and so on— but all of these arc more 
properly discussed under the subject heading of professional and personal 
growth. The whole idea of mandatory institutes and training workshops 
is to help guarantee that teachers increase their knowledge and skills as 
conveniently as possible. Knowledge is perishable, in that much of it be- 
comes obsolete rapidly. Mandatory attendance and duties related to ex- 
cellent programs which bring all faculty members up-to-date in general 
knowledge and competence seem to be justified. 


Club Sponsorship 

A fourth area involving mandatory duties is club sponsorship or advise- 
ment. Not all faculty members are assigned as sponsors; once assigned, 
however, teachers are duty-bound to understand their functions and per- 
form them well. In most cases you would be assigned to a club that falls 
naturally into your academic discipline or interest area. A speech teacher, 
for instance, would be assigned to the forensics club, an English teacher 
to the creative writing club, a physical education teacher to the athletic 
club, and a social science teacher to a political club. Along with such 
special interest clubs are those much broader in scope, such as the fresh- 
man and sophomore classes, the associated student body organization, 
and honor societies. Most colleges require that each student organization 
have a faculty sponsor or adviser. 

As a club sponsor, you should fulfill your role according to the valid 
expectations of the college and students. As sponsor you represent the 
official voice of the college; you provide the students with a responsible 
source of opinion concerning college and community activities. In your 
relationships with the college and the community, you also represent the 
club's official voice. The club’s activities, its prestige, its general public 
image reflect upon you as well as upon the club members and officers. 
You usually hold the power of executive veto over the activities and func- 
tions of the club. Club actions must receive your approval, followed by 
the approval of an inter -club council or central body that regulates clubs 
and their activities. 

Let us discuss this matter of veto in more detail. Veto should be used 
£S a kind nf hit nersrt, ttirar A* «swr M swatt anpcs&ics! or trrtasiiy /im- 
possible for the club to continue in a certain direction. For instance, a 
club, without a penny in its treasury, wants to have a dance and hire a 
particular band that charges five hundred dollars for its services. A few 
leaders in the group have sold the membership on the idea of having the 
dance and contracting for the band in the hope that attendance at the 
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dance will be sufficient to pay all the expenses. The sponsor correctly 
uses persuasive reasoning at first. He shows the gamble involved. What 
if ticket sales at the dance are not sufficient to pay the costs involved? 
Where wall they get the extra money which, according to the band’s con- 
tract, must be available to the band on the night of the dance? Shouldn't 
the club raise the money first through other methods so that the band's 
guarantee can be met? After much discussion involving the adviser and 
the members, the latter still feel that attendance at the dance will more 
than pay the costs involved. As a last resort, the adviser may decide there 
is no way to curb their plan other than veto. 

Of course, your assignment is not to run the club but to help the stu- 
dents operate it and to offer assistance and advice wherever necessary. 
Clubs with excellent student leadership tend to keep advisers as passive, 
happy observers. Most club members, however, ate in the process of de- 
veloping their soda! skills and leadership potentials. Your main tasks are 
to foster that growth, guide indirectly as often as needed, and serve upon 
request as a source of information. You will also bring continuity to a club 
group which is likely to have a complete turnover every two years and 
even as often as every semester in some cases. Club sponsorship affords 
you opportunities to know students outside the formality of the class- 
room; esperially when the club relates to your discipline, you can offer 
the most enjoyable aspects of the subject matter. As clubs combine social 
activities with service projects, your imagination and enthusiasm can 
make a significant difference in the club’s success. 

Faculty Association and Senate 

A new faculty member is almost certain to be invited to join the faculty 
senate or association; the invitation is obligatory rather than mandatory. 
If you want to be identified as a professional, join the group, even though 
you may feel a slight financial pinch from dues. Serving your profession 
through active membership adds to the strength of the faculty assodation. 
There are social values in your becoming acquainted with colleagues in 
an informal fashion. Constant opportunities exist for your leadership and 
for you to become an officer in the organization. You can g3in personal 
satisfaction and growth as an officer and acquire experience in peer group 
activities and professional business. 

In recent years many articles have appeared on the subject of the 
academic senate, especially as it relates to policy making (381) and fac- 
ulty power and partidpation (177). Honer supports the senate as an 
opportunity for growth if it doesn’t bog down in trivia and over-partidpa- 
tion. He states that effective exerdse of faculty senate power requires 
four prindples: simplify the power, select wisely the proper areas of con- 
cern, localize die function to the one school rather than attempt to imitate 
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others, and innovate— or else one might as well do better through official 
channels of the formal structure. There must be mutual concern, open 
lines of communication, and shared respect: administrators should encour- 
age faculty participation, and faculty should involve itself only in im- 
portant or relevant educational issues ( 177 ) . 

The faculty senate differs in several ways from the faculty club or 
association. The senate is ordinarily unconcerned with any social activi- 
ties. It relates to the administration as the advisory voice of the faculty. 
It is smaller than the club. Members are elected usually from each depart- 
ment in a ratio to the number of faculty members within the department. 
Committees are chosen by the senate to explore the problems and im- 
prove the welfare of the college as well as of the faculty itself. If elected 
to the senate, you will be thrust into a position of double responsibility; 
you will need to interpret the actions of the senate to your department 
colleagues; and you will need to encourage department members to main- 
tain your awareness of their attitudes and desires. Caught in the middle, 
you may feci periodically that service in the senate is rarely appreciated 
or understood; nevertheless, the senate is potentially a powerful and sig- 
nificant voice that exists for the good of the total institution. 

An extensive paper on the subject is that prepared for the California 
State Federation of Teachers (288). This paper states the belief that the 
CJC is a shared responsibility of the public, the governing board, the ad- 
ministration, the faculty, and the students. The outstanding junior col- 
lege, the report says, requires the utmost utilization of faculty resources 
in the development and implementation of policies and procedures. Sug- 
gested are the following areas of delegated authority where academic 
senates may legislate policy: (1) student relations ( conduct, discipline, ac- 
tivities) (2) faculty relations and personnel policy (including appoint- 
ments, retention, tenure, promotion, dismissal, leave of absence, evaluation, 
professional growth opportunities, and sabbaticals), and (3) academic 
policy and standards (admission, honors and degrees, college organiza- 
tion, financing, and budget). 


Attendance at College Functions 

Among your obligatory duties in the CJC, perhaps the most important is 
attendance at various college functions. Seventy-nine percent of our re- 
spondents, the largest number, classified this duty as obligatory. Three 
major spheres of college activities require consideration: those related to 
faculty, those related to students, and those related to the general com- 
munity. Often they overlap and resist classification. Each looms large in 
the eyes of those who originate it; each lias a claim, in varying degree, 
to the attendance and support of faculty members. No staff members can 
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attend all thp functions In a Inuy community collegr, Tims, (l It essential 
tliat you It familiar with the pattcmt of college functloni in order to lend 
majority support In a selective fashion. 

Those (unctions ivlates! to faculty ate often social in nature. The oc- 
casion may be a retirement lunquet or a going-away party or a special 
tra for a distinguished visitor. Or the function may It a special faculty 
lectiirr or recital, esps-dally when there l« an eminent staff rnrmlwr avail- 
able Frequently, there ore faculty dances or parties. Sotne of these events 
could It oil campus, petlupt in tome ttaff ntcmlirr't home. No one thould 
require Jtm to attend these functloni, but it it a diplomatic grsture of 
Root! tv ill and interest when you do to 

By far the mott mimerout coltcRc functions are tliotr growing out of 
student nctivitiei. I>etpitr the impressions rrratftl by nrtvtpjpcr and trie- 
vision reportt, the majority of CJC student activities are peaceful and 
orderly. Athletic events in themselves create a special occasion on what 
may seem to l>e every wrelrnd. Add to this the dances which commonly 
accompany a Rame, and the result is a pattern of student activities that 
seem to It continual. Athletic functiom require much supervision, and 
supervision demands faculty participation. Consequently, you may It 
ailed to serve ns a Ratrleeper, ticlrt taler, or dance chaperone. At some 
collcprs, these duties can It a source of extra Income, at other campuses, 
the duties arc passed around, most often devolving upon new faculty. In 
many Junior colleges, students are given some of these duties, ansi teach- 
ers arc, therefore, free to enjoy the games. 

Other student activities involve plays, concerts, carnivals, art exhibits, 
assemblies, pep rallies, and conferences. Even if you are not requested to 
serve in some official manner at these student events, you should attend 
os frequently as your schedule and stamina allow - . Your presence lias many 
values. You and the students can Iwcome letter acquainted on an in- 
formal basis. You gain respect and appreciation from the students. You 
give more pride and awareness to die students. You may even End lliat 
you enjoy yourself. In essence, everyone wins something by his presence 
and participation, and evrryonc stands to lose something l»y non-attend- 
ance and non-participation. 

The CJC itself is a generator of various events and ceremonies; and 
here sve are not tailing almut student activities that are performed be- 
fore the public. Athletic events, plays, concerts, nnd the lilt— all may be 
VroArrfi utVMfrirs icsIgneA mvtftcilt* Vo pnMie sYuAnfts wWn experi- 
ence. either among themselves or before audiences. On the other hand, 
the college may direct or inspire activities chiefly for the experience and 
benefit to community participants nnd audiences. Tims, the college may 
have community athletic programs, community dramatic societies, and 
community concert associations. Guest speakers, foreign films, and social 
and political affairs may be staged by the college. Although students 
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may also attend and enjoy these events, the programs are primarily ori- 
ented toward community enlightenment, persuasion, or entertainment 
Community college service events vary widely in their nature and fre- 
quency across the United States. 

Of course, there are many college functions that benefit both the 
students and the communities. Baccalaureate and commencement exer- 
cises, for instance, are official college activities that involve students, par- 
ents, and the faculty. Some junior colleges may omit the baccalaureate 
ceremony from pre-commencement activities; others may allow the com- 
munity council of churches to serve as coordinator, while the college 
serves as liaison between the ministry and the graduating students. The 
most formal approach is that planned by a college staff chairman and 
faculty committee. For both students and faculty, attendance require- 
ments vary from compulsory to optional 

Commencement ceremonies may be relatively informal, with only 
the graduates wearing caps and gowns. A few junior colleges bestow a 
hood as part of the ceremony. Academic gowns for faculty are often re- 
quired; some colleges avoid them, because many of their technical and 
vocational staff are qualified by their specialized occupations rather than 
by academic degrees. 

Your attendance at these year-end ceremonies may be required. 
Surely it is obligatory. Commencement is an outstanding event for the 
student, especially one who remains in the community instead of con- 
tinuing on for a further degree. Unfortunately we are prone to minimize 
the status of the Associate in Arts or in Science degree, when our own 
subsequent degrees change our perspective. When faculty members at- 
tend commencement at the community college, they imply by their 
presence that they respect the degree and those who cam it 

In conclusion, here are a few words of caution. Some faculty mem- 
bers sponsoring programs and events may be extremely sensitive about 
your lack of presence at their functions. If you know that you may hurt 
or insult a colleague by your non-attendance at his program or event, 
apologize for your absence. Sometimes a brief note in his mailbox may 
help if you cannot see him immediately. 

A second caution to observe is to give some word of appreciation or 
praise to the colleague after you do attend his program. Too often staff 
members struggle for weeks to present a fine event, only to be disap- 
pointed when their colleagues offer no comment or give no word of en- 
couragement and appreciation. 

Finally, if you have charge of a program that in some way competes 
for attention with a colleagues program, avoid an active rivalry. Faculty 
feuds are caused in many ways, but bitterness between departments or 
staff members is often a result of jealousies and competition surrounding 
college activities. 
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Professional and Personal Growth 

One measure of the professional competence of a CJC instructor is that 
of professional growth, defined both as increased mastery of ones pro- 
fessional discipline and improvement as a member of the teaching pro- 
fession. While your duties toward self -improvement as a teacher and 
person are not specifically stated or demanded in many faculty handbooks, 
the duties are nevertheless implied- Only 3 of our 22 colleges required some 
form of professional growth activity, while 16 others merely expected 
growth to occur. The college may help growth through its in-service 
training programs. These programs are economical and convenient, but 
they are quite general and certainly inadequate alone; they cannot focus 
on the special interests of each participant. By necessity they serve only as 
a supplement to the more important individual programs and self-initiated 
activities. 

In designing your own personal program of professional improve- 
ment, you could establish as a core a systematic reading program. Ap- 
propriate periodicals and books may be available in the CJC library. 
Many of the special materials relating to the junior college, such as the 
Junior College Journal, are apt to be found in a small section reserved 
chiefly for faculty perusal. Undoubtedly you will have to complement 
these materials with subscriptions to periodicals and acquisitions of 
books for your own shelves. Fortunately a growing number of univer- 
sities are recognizing these needs and are making available their facili- 
ties to CJC faculties. 

Besides your personal reading program, a second common method is 
membership in an appropriate professional organization. (See Chapter 
Two. ) Major goals of most professional societies consist of keeping their 
members up-to-date in their fields, as well as the sharing of ideas and 
comradeship. At the local level of association meetings, you have easy 
access to the development of leadership. The local groups feed leaders 
into state and national offices. Consequently you can combine profes- 
sional growth with the development of leadership skills if you are an 
active participant in your professional organization. 

A third standard method is to take additional graduate courses at 
a university. If you already have your master's degree, you might decide 
to matriculate for a doctorate. Many universities have special programs 
designed expressly for the CJC teacher. Other professional projects and 
studies are sponsored by such as the National Science Foundation, the 
Ford Foundation, and federal agencies. 

There is no endpoint to professional and personal growth. It Is a 
natural outgrowth of the desire to Jeam and the drive to improve. You 
will encounter a wide variety of attitudes among your colleagues, some 
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of whom will be relatively unconcerned about growth of any sort. 
Fortunately most CJC instructors continue to increase their professional 
competence. 

Relationships with Administration 

There seems to be a growing strain in the relations between faculty 
members and administrators. This strain or faculty unrest sometimes 
comes from trying to shed the “yoke of secondary education status” and 
of seeking “acceptance as a peer with the other segments of higher edu- 
cation” (292:8). Central to the problem is the struggle for power in col- 
lege governance. The tenseness of the situation caused one recent writer 
to say, “Regret it though we might, it appears that the ‘We-They Com- 
plex’ becomes more serious with each passing year, and as tensions draw 
up tight to the breaking point, an outside consultant is sometimes the 
only resource for solving administrator-faculty problems" (157:12). 

A shift in roles is evident as administrators introduce, sometimes re- 
luctantly, democratic processes. Simultaneously junior college faculties 
acquire a larger role, still primarily advisory, in college governance. In 
distinct minority is one extreme attitude, that of the paternalistic ad- 
ministrator who clings to the unilateral authority, albeit benevolently. At 
the opposte end are the faculty minority who express a desire to place 
in faculty hands the entire control of the college. Under this arrange- 
ment, administrators would serve as clerks and messengers. In contrast, 
most CJC faculty members appear to be concerned mainly with their 
teaching responsibilities; they would leave administration to those em- 
ployed for the tasks. Most administrators appear to be in favor of sharing 
their problems and policy decisions with their teachers. They arc, after 
all, former instructors themselves, and many of them undoubtedly re- 
member their own dissatisfaction with dictatorial leadership. It is sig- 
nificant that after trying administration for a time, some of these people 
finally decide that they prefer the classroom after all. 

The new generation of CJC administrators seems to be oriented 
more toward the lecture room as the focus of the college operation. 
There is a growing pressure on the requirements of successful teaching 
experience coupled with an academic major for qualification for the top 
administrative positions. This situation is in contrast to the earlier pat- 
terns of lateral movement from training and experience neither academic 
nor Junior coffegc retried. The new administrators seem to be more sym- 
pathetic to the problems of instructors and more willing to share author- 
ity with those who arc affected most by administrative decisions. 

Teachers and administrators seem to relate well if they accept as 
their common purpose the academic and personal welfare of the students. 
Relations are more likely to deteriorate when either group feels that Its 
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primary function is other than to provide the highest possible quality 
of higher education for the supporting community. When administrators 
perceive their contributions as valuable only insofar as they support the 
student-instructor relationship, and when teachers accept this motiva- 
tion as one common to administrators as well as teachers, there is far 
more likelihood of a unified educational effort. 

Any disruptive force in the harmony of teacher-administrator rela- 
tionship should be immediately corrected so that there is no unpleasant 
distraction in the process of educating CJC students. Most respondents, 
60 percent, and most colleges in our survey, 15, regarded this aim as an 
obligation. The implication is that friendly relations with administration 
are needed, if not for professional duty then for the practical matter of 
holding a teaching position and gaining tenure. 

Relationships with Community 

One of the criteria used to evaluate a new instructor is that he have a 
desirable relationship with the community. That this duty is significant 
is demonstrated by the fact that 75 percent of our respondents and 18 
of 22 randomly sampled colleges considered it obligatory. There is often 
a mutual benefit to many community activities; the community gains 
from college staff participation, and the staff member benefits from asso- 
ciations and communication with the non-academic community. There 
is no checklist of required activities. No hvo instructors have the same 
opportunities or inclinations. Choices range from service organizations 
to dramatic societies to political committees. 

The junior college instructor has available the majority of the ave- 
nues of activity afforded other citizens in the community. And like the 
employee of any corporation he is, in effect, an extension of his employer, 
even when off the j'ob. Consequently the CJC instructor is the college to 
his neighbors and friends in the community. This role can be inhibiting; 
on the other hand, the teacher serves as a valuable liaison— he interprets 
the college to the community and relays opinions and reactions from the 
community back to the college. 

Community involvement varies both in kind and degree, depending 
on the instructor’s personality. Instructors in certain fields and particu- 
larly administrators join service clubs quite often to maintain close con- 
tact with the leaders of the community. Recreational activities have 
worthwhile side effects in community relations. Outside the lecture room, 
teachers tum into rock hounds, coin collectors, amateur photographers, 
church choir singers, little league baseball coaches and managers, artists, 
and a vast array of other pursuits. As you participate in these community 
activities, you develop lasting friendships and associations that comple- 
ment your professional life. 
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More serious than the above-mentioned activities in community re- 
lationships arc those that exercise freedom to speak your mind on con- 
troversial problems and issues, particularly politics. College instructors 
have been elected to local, state, and national office, and teachers have 
campaigned vigorously for many causes and candidates. By engaging in 
politics, teachers risk antagonizing people in the local community, es- 
pecially when these teachers represent a group unpopular with the 
general community. Teachers, however, have a right to function as citi- 
zens, to develop political opinions and action in open society; clearly the 
risk must be taken if the right is to be exercised. 

The matter is entirely different in the classroom and on the campus. 
In discussing the political activity of teachers, Marscc states that, while 
teachers should be free to work on political matters away from school 
and when off duty, they may not participate on campus and during duty 
hours (226). 

There, the most valuable single guideline for instructors is pains- 
takingly to avoid bringing tbeir biases into their instruction. Carrying 
an authoritative political message and prejudice into the classroom or 
onto campus may he what laymen really fear about teachers' community 
politics. Communities vary widely in their sophistication and ability to 
allow a dissident viewpoint, particularly from someone responsible for 
teaching CJC students. You will need to know your community rather 
well before embarking on an unpopular campaign of any smt. Colleagues 
and the dean of instruction can often save you needless cuts and bruises 
in this especially sensitive area of community relations. 

Your obligation to the community is essentially that of any respon- 
sible citizen; to accept your share of the activities that enable democracy 
to operate at its several levels. Relatively few junior colleges and com- 
munities can accept from their faculty behavior without bounds. One 
of your inital assignments will be to Jearn the boundaries of acceptable 
teacher conduct. Each decade they coincide more with those of the general 
community. 

Night Teaching 

Some colleges require their teachers to instruct night classes as part of 
their regular load, particularly if qualified personnel are in short supply. 
Sometimes known as extended day classes, these courses are very much 
the same as those taught during the day. In fact, junior colleges tend to 
require the same quality and standards for both day and night instruction. 
Instructors tend to differ in their acceptances of night teaching, espe- 
cially when it is required as part of the regular load; some like it, and 
others abhor it in varying degrees. 

In our college-faculty survey, the question about night teaching was 
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aslced of the respondents. According to majority views, 18 junior colleges 
had night teaching policies while only 4 had no policy. Thirteen of the 22 
colleges in the survey included night teaching as part of some faculty 
members’ regular load. Fifteen of the institutions paid extra for any over- 
loads. Thirteen colleges placed limitations on night loads; 8 of these 
limited the load to one class or three hours, 5 to two classes or five to six 
hours, and 2 to three classes or seven to nine hours. According to the 
majority, the general faculty accepted the situation on night teaching in 
each of 12 colleges; of the 18 with a policy, faculty in 10 colleges were 
generally satisfied . 

The results of the survey suggest that many faculty members do not 
know what their night teaching policy actually is, for 15 of the 118 re- 
spondents said they didn’t know and respondents in 18 colleges conflicted 
to some extent in their answers to the basic questions. A second con- 
clusion was that there is a fairly large group of discontented faculty in- 
sofar as night teaching is concerned. These two conclusions alone lead 
us to suggest that (1) specific policies should be established in writing, 

(2) faculties should be thoroughly oriented concerning these policies, 

(3) policies should be liberal, perhaps allowing for freedom of choice 
for the instructors, (4) policies should include a more generous pay 
schedule for night teaching, approaching as nearly as possible schedules 
paid for day teaching, and finally (5) policies should include representa- 
tive faculty members in their formation and approval. 

Outside Employment 

Any employment outside the college is usually an instructor’s own busi- 
ness; therefore it fs neither mandatory nor obligator)'. Ironically but 
understandably, the beginning instructor discovers that when his salary 
is at its lowest point, his expenses seem to be approaching their peak. 
This dilemma can he awkward, particularly for the married man with 
children, although single teachers have financial burdens also, some- 
times dependent parents or debts remaining from the years of college 
training. A new teacher may thus feel it mandator)- to supplement his 
professional earnings with some form of outside work. The immediate 
questions relate to what kind and how much work. The questions must 
be examined carefully, for they relate to your evaluation by the institu- 
tion and the community. Let us consider briefly the implications of these 
questions. 

First, there is the problem of how much work. From the institution’s 
standpoint, a teacher who engages in too much outside employment- 
say a full-time second job— usually finds that his professional duties suffer 
to some extent. The college ordinarily feels that the teacher’s contract 
should have first priority; consequently officials are apt to have a policy 
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which limits or prohibits outside employment, especially that which 
hinders or conflicts with teaching duties. Obviously, a teacher cannot 
pursue outside employment to any great extent without having it inter- 
fere with his main profession. Other writers give evidence of this fact 
(29:143). 

From the teacher’s standpoint, outside employment may be such a 
burden that health is impaired or problems and conflicts develop. The 
community may be very sympathetic about teachers basing a second 
job in order to support themselves and their families, but they, too. may 
be concerned about the extra work competing with teacher duties. Reg- 
ular outside employees may resent instructors coming into the commu- 
nity for extra employment. The resentment seems to stem from the atti- 
tude that an instructor is taking a job and income whicli should go to 
someone not already employed full time. While this attitude may not be 
representative, the instructor should lie prepared for it. Facts arc usu- 
ally the most effective defense. When the critic discovers what the be- 
ginning instructor receives in take-home pay, he is likely to be sympa- 
thetic rather than hostile. 

Second, there is the problem of the type of outside employment. 
There are a few occupations which are by nature somewhat question- 
able for the CJC instructor. One example is that of bartender, in some 
communities a skilled, well-paid position which, nevertheless, puts the 
teacher in an awkward relationship to members of the community, but 
particularly to his students. Most communities are not yet ready to ac- 
cept the teacher in such a role. Of course, no instructor should accept 
outside employment which violates the policies or customs of his col- 
lege which, like the community, may object to the teacher’s bartender 
role. It is the instructor’s responsibility to determine from his colleagues 
or the appropriate administrator the guidelines to acceptable types of 
extra employment. Discretion, moderation, and diplomacy arc essen- 
tial in combining outside employment with a full-time CJC teaching 
assignment. 

The specialists in our college-faculty survey indicated the kind of 
outside work which colleges tended to favor most; mentioned most fre- 
quently was work which related to the teachers’ specialities and which 
provided desirable services to the community or some portion of it. Con- 
sulting services ranked highest in the general comments. Examples men- 
tioned were technical-vocational teachers being paid for consulting in 
business and industrial enteipriscs. Mentioned also were religion and 
music teachers serving in local churches, art and drama teachers creating 
and performing for art shows and theatrical endeavors, and social science 
teachers serving part-time in government offices. In appropriate part-time, 
outside employment, teachers appear to be encouraged by their colleges, 
because added prestige and status come to both teacher and college. 
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During your free summers, you may also find employment that is 
linked to your academic discipline. The technical-vocational instructor 
who spends a summer in industry can give to his students practical, up- 
to-date information. The business education specialist needs to keep in 
close touch with the practitioners and the employers in his field. A sum- 
mer on the job can combine valuable training with extra income. 

As shown in the section on night teaching, colleges tend to try solv- 
ing the new teachers financial problems by offering him extra teaching 
that carries with it extra income. If there are no opportunities available 
on your campus, you may want to investigate extra teaching assignments 
at other institutions. Some communities have evening high school pro- 
grams. The principal of the adult school is usually looking for extra 
teachers. Most colleges permit a teachers taking this kind of job in an- 
other institution, but you should check with your college before com- 
mitting yourself. 


Roles in Accreditation 

All of the duties discussed in this and the preceding chapter are, of 
course, subject to evaluation in accreditation. The accreditation process, 
widespread in acceptance, is likely to involve you with another very im- 
portant duty area. If you teach in one CJC for even a few years, prob- 
ably your institution will be visited at least once by an accrediting team. 
Accreditation is not just an administrative responsibility. Your adminis- 
trators must depend upon your efforts and cooperation to see that the 
process results in success. 

Any analysis of accreditation indicates at least three major roles for 
individual faculty members: (I) serving as a visiting team member, (2) 
serving on the college committee which prepares the status report for the 
visiting team, and (3) serving as a professional teacher and faculty rep- 
resentative in confrontations with the visiting team. Each of these merits 
at least brief discussion. 


The Visiting Team Member Role 

In many parts of the nation it is now common for CJC teachers to be 
selected for an accreditation team. Selection is considered to be an honor 
for you and your college; service is considered to be a professional duty. 
In the role of team member, you should meet at the proper times with 
your colleagues, some of whom will be representatives of universities, 
community college administration, four-year colleges, and state depart- 
ments of education. During the meetings you prepare for your campus 
visitation under the guidance and leadership of a chairman. On the 
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designated dates, you accompany the team to the college seeking accred- 
itation. You study the report prepared by this college, have conferences 
with various members of the college and community, visit classrooms, 
conduct informal interviews, and make pertinent observations. After ap- 
proximately two or three days— or whenever the visit is concluded— the 
team may make a preliminary appraisal to the college. 

After leaving the campus, the team soon begins its final accreditation 
report. Although styles vary somewhat with each chairman, each mem- 
ber has responsibility for one particular report area, and all members 
contribute information and general cooperation in the final writing. In 
each section of the report, care is given to commend the strong points 
and to recommend improvements in the weak areas. Your job is com- 
pleted normally when the report is sent on its way through accrediting 
agency channels. Subsequently a copy of the report is sent to the college 
for perusal. Along with the report goes the decision of the agency for or 
against the college’s accreditation. The period of accreditation ordinarily 
ranges from one year to five years. 

When serving on the visitation team, you should endeavor to display 
a constructive attitude toward the college and its personnel. The staff 
members believe in their institution in most cases and are very anxious 
to present their situation in the most favorable light. Be most courteous 
in dealing with the people, give no impromptu criticism and take great 
care in wording your part of the written report after the visit. Your team 
chairman should give you ample guidance concerning your attitude and 
job. 

The Report Committee Member Role 

A second major role, more apt to come your way, relates to your being 
selected to serve upon the faculty committee whose job is to prepare the 
report for the visiting team. The report is actually a part or the whole 
of an application for accreditation and includes vital information about all 
phases of the college. The organization of the report will follow undoubt- 
edly the guidelines of the regional, state, or other agency which is re- 
sponsible for the accreditation. In Chapter One are some of the common 
areas of evaluation. 

Staff members are assigned to various aieas of the application report. 
As a member, you must secure the necessary facts for your assigned area, 
whether it be a statistical analysis of enrollment or a description of insti- 
tutional goals. Usually you have the help of others in gathering these 
facts. You must meet with the report committee frequently, make var- 
ious decisions as a voting member, and generally help to complete a final 
report that is accurate and that substantially shows your college in 
an honest hut favorable light. 
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The Representative Faculty Role 

The third major role, which is every faculty member's responsibility, is 
that of serving as a representative of the staff in relationships with visita- 
tion team members. Many staff members work through a team visit with- 
out ever confronting a team member; nevertheless, the possibility of a 
team member’s visiting your class is fairly good. You will be alerted to 
the possibility by your faculty committee or administrators, and you 
should be prepared to have a team member walk into your class at any 
time during the visit He is there, naturally, to observe the quality of 
classroom instruction, which is one of the common areas of evaluation in 
accreditation. The best thing for you to do is to greet the visitor and 
conduct the class as you do normally. 

A team member may also discuss with you some aspects of the col- 
lege and its programs. Your comments should be constructive and un- 
emotional. This advice is sometimes needed, for there are cases where 
teachers downgrade some aspects of their colleges, complain bitterly 
about conflicts or deficiencies, or display unjustified feelings and obser- 
vations. Such a staff member often reflects more of his own inadequacies 
and maladjustments than those of the college. 

Sometimes pressure is applied for a teacher to praise the college and 
to avoid mentioning any of its defects, but this pressure should be re- 
sisted. Like any objective professional, you should answer questions with 
facts more often than with opinions, but show your fairness by weighing 
possible college inadequacies with the many possible good points. To 
engage in discussion at all, however, you should know enough about the 
philosophy and objectives of the college to speak with some authority. 



Chapter 7 


The Art of Junior College 
Instruction: Philosophy 


A discussion of the art of teaching is appropriate in a book addressed to 
new teachers and students in the CJC field; the discussion may be con- 
sidered by some readers as the very heart of such a book. We believe 
that the following topic areas are most significant in teaching effective- 
ness: The Nature of Art in Teaching, The Importance of Communica- 
tion, Perception of the Student, Philosophy of the Instructor, Philosophy 
of the Institution (Topics in Chapter Seven), The Psychology of Learning, 
Some Methods and Techniques, Evaluation of the Student, Evaluation 
of the Instructor, Evaluation of the Course (Topics in Chapter Eight) . 


The Nature of Art in Teaching 

The word “art” to describe junior college instruction was chosen care- 
fully. Gilbert Highet (170) and many other teachers have compared 
teaching to an art. Although there is a growing amount of scientific 
knowledge applied to college instruction, the application of this knowl- 
edge resembles the work of an artist. The class— even one student— is the 
instructor’s audience. If there is no effect or an undesirable effect upon 
the audience, we consider the art defective, in essence a failure. The 
goal is to create a response which produces a desirable behavioral change 
related to one or more specific goals. A person listening to a fine play is 
caught up in the sights and sounds from the stage. He is involved in 
what happens: he departs a different person for the experience; his sub- 
sequent behavior is altered even if slightly or subtly. And so it is with 
the art of teaching. 
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We maintain that the best, most inspired teaching at any educa- 
tional level is an art. Concurring with this point, Kegel suggests that the 
teacher is both mirror and lamp (198:102). Knowledge of subject matter, 
of media and techniques is not enough. Art uses this knowledge as a 
means of creative communication, the creativity being the unique addi- 
tion of the artist, the manner in which the artist uses the variety of ma- 
terials and techniques that affect the behavior of his audience and es- 
tablish his art form or style. His imagination and personality combine 
with the means of teaching to determine his effectiveness as a teacher. 

The role of personality is underlined by Pullias: “If one tries to 
understand the power of the worlds greatest teachers, he is steadily led 
toward the conclusion that life and meaning were given to their teach- 
ing by a special quality of their personalities. These personalities are 
greatly varied, but a common thread seems to run through all examples 
of powerful teaching; that to be considered or learned, mediated through 
the teacher, becomes alive and meaningful in a special way and reaches 
the learner as vital, direct experience. This quality is manifested by Soc- 
rates, Hlllcl, Ab41ard, Mark Hopkins, William James, William Rainey 
Harper, Woodrow Wilson, Frederick Jackson Turner, Louis Agassiz, 
Anne Sullivan Macy, Alfred North Whitehead, Mahatma Gandhi, and 
a multitude of other less celebrated but perhaps equally great teachers. 
The essence of the teaching art lies in the character of the person” (298). 

There is no formula for the art of CJC instruction, but we can at least 
present some descriptions of qualities and techniques that emerge most 
frequently in successful teaching. All of us remember various teachers 
and professors whose teaching combined quality with popularity. Those 
who stand out tend to have several characteristics in common: 

1. They were keenly and obviously interested in and enthusiastic 
about their subject matter. 

2. They were thoroughly prepared. Most of them worked from notes 
rather than from manuscript, a practice that indicated their mastery of 
subject matter. 

3. They were organized. Material was presented in segments that 
moved forward to an integrated whole. 

4. They communicated. That is, they spoke clearly, forcefully, and 
logically; listeners could hear and follow the thread of the material. 

5. They changed pace. They provided variety in communication to 
hold attention and to avoid restlessness and boredom. 

6. They presented live, vital facts that stimulated and motivated the 
Students. 

7. They emphasized instruction rather than persuasion. Students 
were free to decide for themselves in a controversy. 

8. They took a personal interest in each student. 

9. They had exciting and interesting personalities. 
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10. They had character that could be admired by students. 

One psychologist reduces the list of personal characteristics to eight 
qualities: enthusiasm, initiative, curiosity, creativity, ability to see re- 
wards in the intangible, high morals, discipline, maturity (8:115). You 
may find particularly interesting his discussion of the various tests to ana- 
lyze personality traits. 

Our outstanding contemporary teachers do not necessarily possess 
the above characteristics to the same degree. Teachers who are consid- 
ered “great” (288) often lacked what we might consider an essential 
quality; yet they achieved greatness. Their achievements rested on other 
qualities so outstanding that their shortcomings could be ignored. 
“Teachers whose personality and character elicit admiration and emula- 
tion and inrite personal contacts beyond the classroom will radiate in- 
fluence of which they may scarcely be aware” (357:271). People with 
above average potential are, to be sure, "bom"; their teaching lives un- 
fold as their latent abilities are developed. However, the majority of us 
rarely perceive or achieve our potential in all of the qualities which 
enhance college teaching. 

The “art” in teaching contains remarkable elements; it is creative, it 
is an expression of personality, and it offers endless avenues for improve- 
ment. Teaching is a tough, complex, often delicate activity of human 
relationships in a special kind of setting” (125:524). Creative teaching 
brings together style and imagination in a process not unlike painting or 
sculpturing. Teaching styles vary widely, from the benevolent to tyran- 
nical, organized to chaotic, dramatic to austere. In an art where knowl- 
edge decays and expands, and students provide a constantly changing 
media, there can be no end point, no complete mastery. It is ever-chang- 
ing, ever-improving, ever-reflecting the uniqueness of the personality. 

Among the institutions of higher education, the junior colleges have 
the conditions perhaps most conducive to artistic teaching. While the 
senior institutions have many professors who are outstanding teachers, 
the emphasis and awards in research and publication tend to distract 
professional attention from the teaching function. Senior staff members 
are sometimes urged to teach lower division classes, but the typical as- 
signment of the full professor is likely to be several small upper division 
or graduate seminars, which reduce his teaching load and allow him to 
pursue his research and publication. His success has the effect of with- 
drawing him from consideration for teaching the lower division courses, 
which are more often taught by graduate students or faculty without 
seniority. The graduate student must give priority to his own graduate 
studies, while the new professor usually wants to establish his reputation 
in the areas of greater recognition: research and publication. 

In contrast, community college faculties have been relatively free 
from pressures of research and publication. Tenure, salary increases, and 
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promotion have been virtually automatic. While the colleges are be- 
coming more concerned with research, particularly at the institutional 
level, and more and more teachers are publishing, the paramount goal of 
the CJC continues to be excellent teaching and learning. As a conse- 
quence, CJC teachers as a group tend to be vitally concerned with the 
teaching function and tend to be excellent teachers. As Blocker stated, 
CJC faculties are competent, as competent and even more so than lower 
division university instructors (26). Even more glowing praise is given 
by other writers on the subject 

In previous chapters you were provided with information that was 
important but more peripheral than central. The core of your success 
remains the art that you practice in the classroom. Relating where needed 
the scientific basis in teaching, the remainder of this and the next chapter 
explore the dimensions of this aTt. 

The Importance of Communication 

Communication is of primary importance to all teaching; it is the most 
significant tool in the teacher's employment of his art The teachers 
eSectiveness relates directly to his proficiency in the communicative 
skills; speaking, writing, reading, listening, and thinking. He is immersed 
in communication; so are his students. The classroom resembles our own 
total society; both are suffused with useful and useless communication, 
all of it competing for attention. As communication is both the cause and 
effect of dynamic change and progress in a society, so is it in the smaller 
environment of the classroom. In essence, communication is the major 
process through which we affect other persons’ lives. 

Speaking 

Speech is commonly regarded as the essential core of communication, 
although the other four communicative skills are, in their way, equally 
important. Speech employs both physical and vocal effects. Physically, 
we communicate our thoughts and feelings by the way we stand, ges- 
ture, walk, or even breathe. A teacher who stands still all the time, sits 
constantly at his desk as he talks, or paces continually, invites student 
responses of boredom and undesirable distraction. Even the way a 
teacher dresses may create distraction or even hostility. The important 
fact about “silent speech," sometimes called animation in speech, is that 
all animation in speaking should reinforce and strengthen the vocal as- 
pects of speech. 

Vocally, a teacher needs to be effective in volume, rate, pitch, and 
quality. Any great weakness in any of these can interfere with or even 
destroy communicative goals. Volume, sometimes called vocal projec- 



The Art of Junior Coliege Instruction : Philosophy 139 


tion, requires the teacher-speaker to speak loudly enough for all in the 
audience to hear and yet not so loud as to deafen the listeners. Rate of 
speech by the teacher-speaker should be slow enough for all to under- 
stand the words and ideas in the message; the effect should be smooth 
and thythmic rather than choppy and staccato. The speaker should not 
pause too much, especially for long periods of time, nor should he race 
through the material. In all cases his rate should be varied, appropriate 
to the speech material. The pitch should be flexible in range and have 
enough inflection to excite interest in and interpretation of the speech 
material. Monotone, a pitch too high or low, or an unnatural inflection 
are distracting. The teacher-speaker should have a pleasing, resonant 
voice, without harsh, nasal, throaty, breathy, raspy, thin, or guttural 
qualities. 

Teachers in all levels should also be careful of their articulation, 
pronunciation, language usage, and grammar. There is little excuse for 
a teachers sloppy diction. Inarticulate teachers cannot be the most effec- 
tive educators, no matter what their mastery of subject matter. Anything 
that stands in the way of concentrated and successful communication, in 
fact, is a handicap to learning. Morton sums up the bad effects when he 
says, “Voice levels and characteristics can vitiate much good scholarship 
by discouraging attentive listening and draining out many potential val- 
ues from the lecture” (265:121). 

Teachers who have effective physical and vocal characteristics en- 
hance their success in communication. Too often we see teachers, how- 
ever, who have developed inadequately their skills in speaking; they can 
never become the best examples of great teachers until they master the art 
of public speaking. Every prospective CJC teacher should take a course 
in speech in order to accelerate his development of these vitally needed 
communicative skills; he should practice and improve them throughout 
his teaching career. 

Writing 

The ait of teaching also includes written communications. Your written 
communications include any reading material given to your students os 
a teaching technique; guidelines, examinations, and comments placed on 
student papers are prime examples. Several writing skills need to be de- 
veloped it effective communication is to result "Needed lor "both speak- 
ing and writing are appropriate style, usage, and word choice. The best 
writer and speaker uses language appropriate to the students' levels of 
learning, usage that is acceptable, and word choices that are exact. An 
ignorant or negligent teacher Inevitably displays language errors in his 
writing and speaking. To the students such errors are distracting. 

More than a few times teachers have returned student papers with 
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the teachers comments misspelled, mispunctuated, or incorrectly capital- 
ized. The teacher must provide proper models for the students. It has 
been said that every teacher, regardless of his academic discipline, is a 
teacher of English. The best teachers are usually those who have mas- 
tered their written and spoken native language. 

Another writing skill relates to the semantic aspects in the writing 
of an examination. Perhaps, as a student, you have had the experience of 
trying to decipher a poorly written examination. Examination questions 
form a kind of dramatic communication; their quality can have a pro- 
found effect on a studcntl Questions that arc ambiguous or misleading 
interfere with the learning process, causing the student and teacher to 
talk past each other. Many hours must be spent in preparing examina- 
tions if they arc to be clearly written and clearly communicated to the 
students. Other important aspects of examinations, such as validity and 
reliability, are discussed later. Here, we wish to emphasize only the need 
for clear writing. 

College instructors arc frequently taciturn or cryptic in their written 
comments on student papers. Most of us ore interested in what someone 
else, particularly a teacher, thinks of our efforts. A paper with nothing 
more than a grade, even an A, is disappointingly impersonal. And a D 
paper without comment gives no guidelines for improvement. Most stu- 
dents thirst for response to their efforts. Consequently, the instructor’s 
comments ore essential to effective teaching. These comments should be 
constructive as well as clear; they should be stimulating as well as en- 
couraging. 

Reading 

The CJC instructor Is a major consumer as well as producer of commu- 
nication. lie is constantly called upon to read an enormous amount of 
material related to his discipline. Student papers, professional journals, 
new textbooks, and committee reports seem to flow inexhaustibly onto 
his desk. There is no question about whether he should read all this 
material; he must. The task before him demands that he read rapidly and 
comprehend precisely. 

You may already be an effective reader, capable in speed, compre- 
hension, and interpretation. If you are not, then you must improve these 
skills in order to round out your communicative function. Doubling your 
reading speed can increase your teaching effectiveness by providing you 
with additional hours to use for preparation. Increasing your compre- 
hension enables you to derive more from your professional reading, the 
wellspring of your teaching. Improved interpretation of your reading 
offers you greater accuracy in your classroom. All three of these special 
reading skills affect the quality of your analysis of students’ writing. The 
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appropriate response to their efforts can play a major role in your rela- 
tionship to them. If you need assistance in improving these sldlls, enroll 
in a reading improvement course. 


Listening 

listening is a communicative skill chiefly for one reason: It requires a 
physical response properly communicated in terms of the stimulation pro- 
vided by the speaker. Listening, as well as reading, gains effectiveness 
by its degree of present attention; both are responsive, not passive, com- 
munications. The speaker who does his part well usually expects the 
listener to do his part well. Responding freely to the stimulation, the lis- 
tener may smile, nod, frown, lean forward or back in his seat, applaud, 
or do a number of other physical things— all of which prove that he is 
reacting through attention and interest. Although hearing is the essential 
pathway to listening, the listener reinforces what he hears through his 
observation of the -speaker. The good listener concentrates upon what 
the speaker is saying. He tries to avoid all distractions that may interfere 
with listening. He forces himself to comprehend, appreciate, and evalu- 
ate the message transmitted to him. In short, listening is a vital process 
that aids or interferes with communication (320:139). 

The CJC teacher must watch his listeners carefully in order to deter- 
mine his degree or success in getting across his message. If responses ( feed- 
back) are missing or inadequate, he must change or vary his approach to 
secure better listening. He should give each student the kind of attention 
he would give to his colleagues. His response to student questions or com- 
ments should be respectful. The teacher who listens reluctantly or half- 
heartedly to students is communicating unmistakably his apathy or hos- 
tility toward them, even though he may claim to be student oriented. The 
best teacher listens carefully; he does so by comprehending, appreciating, 
evaluating, observing, forcing himself to listen, opening his mind to the 
message, making mental notes, analyzing, and responding correctly in a 
respectful, courteous manner. 

Thinking 

The fifth communicative skill, thinking, is the heart of all effective com- 
muriicafion. The value of any means ol communication is unlikely to 
transcend the quality of the thought. Effective thinking requires a trained 
mind, an intellectual capacity for analysis, common sense, and reasoning. 
These abilities being present in a person, other requirements Include the 
need for concentration, attention, and interest, plus a certain amount of 
factual knowledge in the subject or topic area under contemplation. 

The results of excellence in thinking are numerous. For instance. 
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the instructor analyzes thoughtfully the content of the material he wishes 
to present to his students. By careful study lie can properly determine 
which materials to select; he will know that no semester or term is deep 
enough or long enough to include more than a Fraction oF what is known 
about biology, history, or geology. Ilis immediate problem is that of 
limitation. He also uses careful thinking to determine how he must or- 
ganize the material he has selected for class instruction. If he thinks 
well, he should organize well. After selecting the material and organizing 
it, he must plan the best way to deliver (present) it to students. The 
careful thinker will realize that speaking to students ( perhaps from notes 
or an outline) is far better than reading a lecture to them. He will also 
be aware that learning can take place with the instructor’s speaking. In 
essence, he will think through ail aspects of the art of CJC teaching and 
utilize those tools which suit him best and create the most desirable 
learning among his students. 

To improve your ability to think clearly and correctly, study the 
various forms of logic, the process of analysis, and the varied patterns of 
organization in oral and written communication. There are formal exer- 
cises in the development of thinking abilities, but the most common 
method is that of listening to dynamic and lucid speakers and of read- 
ing works by those who have developed a reputation for unusual insight 
and expression. The ultimate test, however, is in your own speaking and 
writing. The essential critic, your listener or reader, should give you 
ample clues as to your overall effectiveness. 

All of us are constantly engaged in the Eve communicative skills 
just discussed; no two of us arc alike in our degree of mastery in these 
skills. Some of us make better speakers than listeners; others End that 
listening often has greater value than speaking. It is doubtful if any in- 
structor ever reaches complete , total proficiency in all Eve communicative 
skills; nevertheless, we should all be aware of the pervasive effects which 
communication has on our teaching quality. Along with that awareness 
should come a steadfast determination to increase our potential as com- 
municators, that we may reach a higher level of excellence in teaching. 

Perception of the Student 

An important weakness of any present-day instructor, whether in the 
CJC or in some other level of education, is lack of know-ledge of his 
students. One may sympathize with the instructor who tries but fails to 
understand and know his students, but the teacher who makes no 
conscious attempt to become informed about his students is to be de- 
plored. In fact, Bossone suggests that he is bound to be ineffective, es- 
pecially when dealing with students from underprivileged social classes 

( 37 ). 
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Like the public speaker who analyzes his audience to select a 
proper subject suitable for their attention and interest, the most efficient 
instructor will try to uncover certain facts about his students. Such facts 
need to be employed in the modification or improvement of his instruc- 
tion, particularly his communication and rapport. The instructor is likely 
to discover from the facts that, as Garrison suggests, “Instead of relative 
homogeneity of background and abilities, the instructor faces hetero- 
geneity of a really extraordinary sort Instead of 'usual' collegiate moti- 
vations in students, teachers deal with motive-for-being-in-college rang- 
ing from immediate employability to fantasy notions about careers 
wholly unrelated to the obvious abilities (or lack of them) brought by 
the student to his college experience” (126:16). Certainly; to lead "the 
collegiate horse to water” requires motivation, and student motivation 
seems unlikely unless the teacher is aware of student background and 
characteristics and makes use of this knowledge ( 127:26). 

Although each group of students will include different degrees and 
varieties of backgrounds and characteristics, a few generalizations can 
be made about all students at a given level of instruction. One of the 
most revealing discussions of the junior college student was written by 
Medsker. The following group of facts, supported in Medsker’s book, 
should provide you with a general understanding of the type of junior 
college student you are apt to face in the course of your teaching (247: 
29-50). 

1. Junior college students are characterized by diversity; they are 
of all ages, abilities, philosophies of life, levels of knowledge, degrees of 
wealth or poverty, races, faiths or creeds, purposes, etc.; they do not 
necessarily have the same characteristics as their counterparts in the 
four-year colleges. 

2. In general, the mean scores on aptitude tests taken by junior 
college freshmen are somewhat lower than the means scored by fresh- 
men in four-year colleges. 

3. Transfer students are generally more able in aptitude than termi- 
nal students in junior colleges, although there is a great overlap of 
superior ability in some areas. 

4. Junior colleges that tend to draw superior transfer students also 
tend to draw superior terminal students. 

5. Junior colleges tend to have a significant number of students who 
are well able to engage in college work as rigorous as that offered in 
four-year colleges and universities. 

6. Junior college men and women students are about equal in their 
aptitudes, men having scored slightly higher than women in some cases; 
women transfers, however, tend to outperform the men transfers in 
several respects, perhaps because women tend to utilize their aptitudes 
to better advantage. 
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7. In general, junior college transfers seem to do about as well or 
even better than their classmates who spend their entire four years at 
four-year colleges. 

8. Public junior colleges, because they are usually local and inex- 
pensive to attend, tend to draw most of their students from the lower 
half of the socioeconomic distribution; high tuition junior colleges tend 
to draw most of their students from upper-mid dle-cl ass and upper-class 
groups; most junior colleges, however, tend to draw students from a 
cross-section of the population. 

9. Student ages range from 16 to 60 or more, although at least half 
are usually in the 16 to 22 age range. 

10. In general, the majority of junior college students are high 
school graduates; one study report showed that only 6 percent of the 
students were non-high school graduates. 

11. A large percentage of CJC students are married; one study 
showed an average of 23 percent married students. 

12. The ratio of men to women students in junior colleges is about 
two to one; in the case of tsvo-year technical institutes, the ratio is much 
higher. 

13. Many studies show at least three reasons for students entering 
the junior colleges; persuasion by parents or others, proximity of the in- 
stitution, and the lower cost. 

14. Students withdraw from junior colleges most frequently because 
of full-time employment; other reasons include personal reasons and 
health, moving or transferring, non-attendance, academic or faculty ac- 
tion, entering armed forces, dissatisfaction with school, financial prob- 
lems, marriage, and completion of education goals. 

Blocker, Plummer, and Richardson make an especially useful supple- 
ment to Medsker’s study. Their summary of findings, remarkably conso- 
nant with Medsker's earlier work, follows: 

1. There are two classes of college-age students; 17 to 21 college-age 
youth and adult ages from 21 to 60 or 70. The latter make up about 50 
percent of the total number of two-year college students in the United 
States. Unlike the younger students, the adults concentrate upon their 
classes and achievement of their immediate goals; they are not interested 
in school activities, etc. 

2. The ratio of men to women is about 3 to 2. 

3. More than half hold part-time jobs. 

4. A study of educational background shows a variety of abilities, 
with junior college freshmen scoring at about the 25th percentile in 
median score as compared with college freshmen in four-year colleges. 
Junior college Freshmen enter with generally lower personal motivation 
and less academic ability as measured by standardized tests. 

5. More two-year college students come from lower socioeconomic 
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dent does not react sufficiently to the teaching procedure which ordi- 
narily should satisfy his need, then the instructor must provide special 
motivation. The CJC has a rather high dropout rate among students; if 
only a few of these dropouts can be saved through special interest and 
motivation, it is the teachers prime obligation to utilize these devices. By 
encouraging a potential dropout to remain in college, the teacher aids 
our society as well as the individual. 

In review, teachers, like public speakers, must know their audiences; 
they must use this knowledge to determine the proper approaches to 
learning. The best methods are those that reach as many of the students 
as possible, regardless of student differences. If the key docs not unlock 
the door, the teacher should try a bit of graphite in the form of motivation. 
Periods of frustration and anxiety in teaching arc compensated for when 
the graphite works. Knowledge of students is the necessary prelude to 
the establishment of one’s philosophy of teaching. 

Philosophy of the Instructor 

Your career as a junior college instructor is largely an expression of your 
own philosophy, tempered by the philosophy of the institution. Your 
philosophy may have a profound effect on your students, whose lives are 
affected by your perception of such issues as the purpose of education, 
the roles of tests, and the importance of grades. You may find it worth- 
while to analyze your beliefs systematically, to establish an orderly 
structure in your relationship with the college, the students, and your 
discipline. Another teacher’s "credo” may stimulate your own philo- 
sophical growth (200). A major step in this growth is to determine an- 
swers to at least three of these issues. 

1. What are the purposes of education? Do you believe that each 
human being has value as an individual, regardless of who he is or 
what abilities he may have? The question is especially important in the 
CJC, where the population is not screened generally by entrance ex- 
aminations or academic motives. You know, from the previous topic 
discussion, that many students achieve their goals— frequently a job in 
the community— in less than two years. Do these students have value 
equal to those who go on for degrees or do fewer academic aspirations 
make them second-rate? 

If your philosophy attaches special merit to students in the transfer 
program, your relations with terminal students and those who teach 
them are likely to be affected adversely. Academically oriented faculty 
attitudes toward non- transfer students and programs are a common 
problem in the junior colleges. Some of these instructors perceive them- 
selves only as potential lower division university professors whose pur- 
pose is to winnow from their campus all those students who are not uni- 
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versity material. This philosophy can be disastrous in, for example, an 
English course established for non-transfer students. A negative attitude 
from an instructor discourages such students from developing confidence 
and pride in themselves. If these students find that their transfer col- 
leagues receive special fa\ors and praise, they may endeavor to switch 
to a transfer program even though their interests and abilities do not 
qualify them for such a change. If they are not able to compete success- 
fully, they discover that their morale and even alternate careers may be 
distorted or destroyed. 

On the positive side, if your philosophy includes the tenet that fur- 
ther education is of vital importance to the general community and that 
general education has as much basic value as special education, you 
may find more pleasure in your work and possibly uncommon oppor- 
tunities for curriculum design. The growing proportion of students with 
lower ability has created extensive demands for instructors who are in- 
terested in designing programs for students who will remain in the 
community. Such students become the leaders and the taxpayers who 
are necessary for the support of junior colleges for subsequent genera- 
tions. On the other hand, transfer students depart for senior institutions, 
frequently never to return to their local communities. 

2. What should be the personal relationship of the instructor to his 
students? Of course, in a class with hundreds of students, a general stu- 
dent anonymity is virtually unavoidable. However, many classes— prob- 
ably the majority— are small enough so that an excellent contact and re- 
lationship can be maintained. As you may know from experience, some 
college instructors make little attempt to develop a relationship with 
their students in these smaller classes. Moreover, there are a few instruc- 
tors who deliberately try to keep their students from becoming more 
than names or numbers. In contrast there is a philosophy that, histori- 
cally, counseling has been a central part of the tradition of teaching. Gar- 
rison maintains "The best counseling is within the limits of the discipline 
that is the teachers responsibility" (131:13). 

Junior colleges have traditionally presented themselves as institutions 
where there was student identity, in contrast to the anonymity felt by 
students at some of the large universities. Student-faculty relationships 
consume time and energy; they also help to inspire lie tier student 
achievement and to make grades more personal. An attempt to develop 
rapport with a whole class is not the same as rapport with an individual 
student; frequent face to face encounters with individuals need to be 
made if rapport is to develop. Certainly every instructor should sec each 
of his students at least once privately during a term; ordinarily the 
instructor’s office is the best place for these appointments, but sometimes 
a casual conference-walk across campus is most effective. Only you can 
decide the degree or amount of personal student contacts; the hope is 
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that you will make them as frequent as possible, even though the hu- 
manization of teaching increases its overall complexity. 

3. What should be the instructor’s attitude toward tests and grades? 
Studies show that there are almost as many attitudes as there are in- 
structors. The problem is particularly annoying when grades are trans- 
ferred with the student to another institution. Questions asked are these: 
What does this grade really mean? Is the grade comparable to the same 
grade given at our own institution? How did the instructor arrive at the 
grade? How many tests did he give, and what kind of tests were they? Is 
the content of the course parallel to the content of the same course in 
our own institution? Compounding the problem is the fact that instruc- 
tors teaching the same course in the same institution may cover different 
ground and apply different grading scales. 

Testing styles range greatly from daily quizzes to one final exam- 
ination; they may be either subjective or objective in nature. Frequent 
quizzes prod the student into staying up with his assignments and pre- 
paring himself for class discussions. Some instructors consider this to be 
spoon feeding. Others claim that such instructors ate merely trying to 
make a reputation as a hard teacher. Still others say it is mere busy work 
to make the teacher look good. Apart from these criticisms is the fact 
that the overuse of daily quizzes can affect adversely the student’s gen- 
eral academic performance. Students have other classes, too; they also 
have their families and need recreational time. There seems to be ample 
justification for a stand against the policy of daily quizzes. 

The other extreme, that of no examination other than the final (and 
sometimes not even that), puts the responsibility for discipline almost 
entirely on the student. Opponents of this plan insist that the responsi- 
bility is too great, for the vast number of students, they say, are not disci- 
plined enough to rely upon themselves. They say that a few quizzes dur- 
ing the semester are necessary to keep students motivated to loam 
course content. Certainly most of us will not work as hard in a course if 
wc know there will be no quizzes and frequently no final examination. 
Philosophically, both extreme patterns exhibit the instructor’s determi- 
nation that the student demonstrate some form of achievement, whether 
orally, by testing, or by written papers (themselves a form of testing). 
The resultant amount of student dependence varies substantially. 

Grades also reveal the instructor's philosophy and personality. Grad- 
ing has been described as the most difficult step in teaching. Drawing 
lines among students can be painful, nevertheless it is necessary, if there 
Is to he a variation in recognition. The more difficult question arises 
when the instructor has to decide whether the standards are fixed or 
related to individual or total group effort. In the case of the student who 
starts with unusually low ability, demonstrates substantial progress, and 
yet falls below the average, recognition of effort as well as achievement 
becomes very important. 
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Should the instructor assign a barely passing grade to such a stu- 
dent? One instructor will say “no," that work which does not meet min- 
imum college standards is unquestionably F. On the other hand, the 
instructor who is concerned with subsequent academic achievement may 
argue that a D will elicit greater effort in the next course, especially if 
the student feels that his achievements were not classified with those of 
students who did not work up to their abilities. There could be many 
high ability students who top their classes with As and still fall con- 
siderably below their potentials. And what grades should they get? The 
instructors interested only in achievement would give such students 
A’s while those interested only in effort would give them much lower 
grades. 

Once again, it would appear that the most reasonable teacher would 
consider both effort and achievement in grade determination. Care has 
to be taken, naturally, to avoid a "halo” or reverse effect from the in- 
structors perception of the student. A student should be able to disagree 
with the instructor without feeling that the grade has been jeopardized. 
At least one study indicates that student agreement with the instructors 
position did not predict student grades (320). Another guide for the 
thoughtful teacher is a report that current grading practices are incon- 
sistent, damaging, and badly in need of revision (63). 

Philosophy of the Institution 

You may have discovered already that virtually every CJC bulletin has 
an introductory statement of its philosophy. The statement is usually 
general, sometimes labeled as aims or purposes rather than philosophy. 
To illustrate, Trenton Junior College’s bulletin says “this institution exists 
to serve the individual man, whose development to his fullest potential 
augurs well for all of society.” Phoenix College’s bulletin says the aim 
is "to aid in the development of the whole student.” Sullivan County 
Community College’s bulletin shows a program which “—will enable 
each individual in attendance to "become all he is capable of being.’” 
Freed-Hardeman College’s bulletin says, “Emphasis is given to the four- 
fold development of youth— the spiritual, intellectual, social and physical 
aspects. Effort is made to teach the students "how to live and how to 
make a living.’ ” 

'Tnese jJuuosojtaes are consonaric wtfn niuft iff fin; wxpress'iuns iff 
belief found in community college bulletins. The phrasing and details 
differ: nevertheless most junior colleges aim at the realization of the 
unique human potential in each of their citizens. 

Philosophical generalities, however, derive their meanings from 
campus application. The governing board, the president, the deans, the 
department heads, and the faculty translate the aims and purposes into 
programs and courses; it is in the teacher's classroom that the most im- 
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ious screens; consequently they merit a different standard. Generally, 
there are higher averages in the second year courses; conversely, the insti- 
tutional and individual philosophies establish the first year of CJC as 
one of lower grades and more frequent probation. 

Institutional philosophy also has much to do with your time in the 
classroom. Some junior colleges allow a remarkable amount of freedom, 
while others tend to demand certain teaching procedures or approaches 
to learning. Your degree of freedom as a teacher relates directly to the 
college policy of instructional supervision, which may or may not include 
classroom visitation by administrators or deans. Your junior college may 
pattern its philosophy after the senior institutions, where new instructors 
are frequently ignored as teachers but scrutinized as writers and re- 
searchers. Or you may be treated in a fashion more akin to the high 
school, where there is great concern about visitation and evaluation. 
These patterns are often determined by the chief administrator and his 
perceptions of the CJC staff. 

Institutional philosophy is much more than the combined thinking 
of the college staff and board members; it also represents the aspirations 
of the community— parents and students as well as interested citizens. 
The philosophy as stated and practiced must stay within the latitudes 
acceptable to the community. The boundary lines vary with each col- 
lege: some are restrictively narrow, especially in the small isolated com- 
munities: others are remarkably sophisticated, like those found on the 
university campus. Your task is to perceive the actual institutional philos- 
ophy, delineate your own philosophy, and reconcile the two in an opera- 
ble manner. This manner is manifested chiefly, perhaps, in the application 
of teaching methods and techniques, and by recognition of the "laws” of 
learning. These topics are discussed in the following companion chapter. 
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The Art of Junior College 
Instruction: Application 


To be an art, teaching must be applied. Consequently this chapter com- 
bines the philosophy of the previous chapter with brief excursions into 
the psychology of learning, methods and techniques, and evaluation of 
the student, the teacher, and the course. Hopefully, you will pursue fur- 
ther reading or graduate work in these areas. Certainly educational psy- 
chology has become a highly specialized field in university research as 
well as in business and industry. Teaching methods and techniques have 
expanded dramatically by a growing acceptance of alternatives to the 
formal lecture; simultaneously a burgeoning electronics industry has 
made available a host of new communicative techniques. Research has 
also provided the college instructor with increasingly sophisticated meth- 
ods of evaluation. 

As some authors have stated (29), the CJC has established a repu- 
tation for special competence in lower division college education. In 
these colleges all the concentric orbits of education relate to the nucleus 
—the student, the instructor, and the subject. The velocity and direction 
of your role will bo determined by bow rapidly you master it. As in many 
other arts, a trained and experienced college instructor is far more effec- 
tive in his fifth year than in his first, especially if he has worked system- 
atically at improving his techniques. You may never be a "telly-guru," as 
described by Kamrath (195); nevertheless, as your potential continues 
to grow, it will approach ever closer to Its ultimate boundaries. This 
chapter is only a starting point toward direction and acceleration. 
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The Psychology of Learning 

Numerous books have been written on the psychology of learning. These 
books and courses center around a number of “laws" of learning, such 
laws to be used in the teaching-learning process. In attempting to select 
some of these laws of major importance to the new instructor, we have 
sometimes applied our own terms. The list below is by no means inclu- 
sive; nevertheless, its simplicity may increase its usefulness in your intro- 
ductory semesters. We call these items the six R’s in the psychology of 
learning. 

Receptivity 

A few decades ago, if an instructor had been asked “How do we learn?” he 
might have answered “Through the discipline of our faculties.” His state- 
ment would have been an expression of the concept that the more painful 
the experience, the greater the learning. Thus, mathematics was an ideal 
subject for general learning, especially if the student found it difficult. 
Making learning too easy was construed as a disservice to the student, 
because ease diminished the amount of pain, and the less pain, the less 
learning. 

The psychology of learning changed in the ensuing decades. Psy- 
chologists have long since demonstrated that we learn more from those 
activities wherein we achieve success and from which we derive pleas- 
ure. We call this phenomenon receptivity. Before students can learn ef- 
fectively, they must bo in a mood to learn— they must be receptive to 
learning; to be fully receptive, they must find a certain amount of joy 
and pleasure in their learning. They must have some reason for learning. 

Test this law against your own experience. Don’t you prefer enjoy- 
able situations? Weren't your best classes those in which you found the 
greatest pleasure in learning? And wasn’t your level of achievement 
greater in these classes than in others that gave you less pleasure? 

Learning is frequently a difficult and lonely process. There arc pain- 
ful realities, both for the student and the instructor, but “ . . . the reality 
of the study of any subject is in the student’s response to it . . .’ 
(128:19). Hard work and loneliness can be relieved by the degree of 
pleasure in the learning environment. CJC instructors can, within broad 
limits, do much to minimize psychological hurdles which are often set up 
inadvertently in the classroom They can do more to establish receptivity 
in students than can the students themselves. Instructor attitudes should 
be geared toward the development of student receptivity, one of the 
psychological principles which can be applied to facilitate learning. 
Twitchell describes some obstacles to receptivity in learning. Among 
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these are cynicism, narrowness, confusing purposes, distorted conception 
of students, clutter and crowdedness, pedantry, authoritarianism, antip- 
athy to change, ineffective communication, lack of respect for the learn- 
ing process and humanity (373). 

Reinforcement 

Reinforcement is the process of encouraging the student responses that 
we desire, making those responses more likely in subsequent behavior. 
Thus one knack of a master teacher is that of finding some way of struc- 
turing success into the experience of the student. Often the avenue is 
that of a favorable comment on the students achievement. Highly moti- 
vated students are accustomed to academic success and can sustain their 
efforts; the student whose tastes of success have been slight or non- 
existent needs to develop the habit of succeeding. The teacher can de- 
velop that habit by employing reinforcement through designed successful 
experiences. 

The adult CJC student, often returning to school after several years 
away from a campus, may be especially apprehensive; consequently, he 
is likely to respond dramatically to reinforcement that allays his fears of 
inadequacy. The art of teaching is illustrated by the instructor who can 
be critical with such a student and yet find something to commend. The 
timing of reinforcement is important, too; it can establish an initial re- 
ccptiveness to subsequent comments. Our hearing and success tend to 
improve as a result of pleasant communication serving both receptivity 
and reinforcement at the same time. 

Respite 

Another psychological principle that can improve communication and 
learning is related to respite. There are various terms to describe the de- 
cline of attention; respite describes what the student longs for after 
trying to sustain his span of attention beyond twenty minutes or so. 
Itcspitc, then, is rest. One of the characteristics of maturity is the ability 
to listen intently for a lengthy period; in contrast, a child's attention Is 
very apt to wander when he is thrust into a passive role. Rut even the 
strongest adult welcomes a change of pace, a respite from unrelieved 
b'stening to one voice or from unrelieved tensions within one concen- 
trated activity. 

An occasional respite reduces fatigue and creates better learning. 
Perhaps you have noticed how, after a brief rest period, you have re- 
lumed to an activity with renewed vigor. Perhaps you have seen how a 
change of pace— a student question or the switch to a different teaching 
method— can suddenly renew your eagerness. We do not suggest that a 
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skilled professor cannot keep a class rapt for fifty uninterrupted minutes 
of lecture; we do suggest, however, that the budding instructor introduce 
an occasional respite for his students, if not for psychological reasons, 
at least for physical reasons. 

Relevance 

Students also appreciate relevance , the quality of being applicable or 
pertinent. If someone suggests to you that you should leam the names of, 
for example, the Japanese political parties of this century, you would 
probably respond with one word— why? If you perceive this knowledge 
as relevant to your interests or needs, the odds go up for your learning. 
On the contrary, if there seems to be no justification other than a de- 
mand at grade point, your learning will be much more difficult. 

Thus, a basic psychological learning principle is the need to help 
students perceive the relevance of course learnings to their lives. Ac- 
cepting the value of this need may occasionally prove embarrassing, for 
we frequently discover that some of what we teach is difficult or impos- 
sible to justify. 

Romance 

Romance, the first step in Whitehead's cycle of "romance, precision, and 
generalization," is similar to relevance in that it should come early in the 
student-instructor relationship. The romance of learning, includes the 
dramatic, interesting, and intriguing. In our opinion there is no field, no 
academic discipline without facts and ideas which are of special interest 
to the newcomer. Thus, the skillful teacher establishes the launching pad 
for further learning by capturing the student’s interest and imagination 
as rapidly as possible and by giving him a sense of excitement and ad- 
venture as he explores an unknown field. The principle is to make learn- 
ing dramatically interesting with greater learning as a result. 

Retention 

Finally, we urge you to consider and accept human memory as it is— 
similar to a leaky bucket gradually losing and mingling its contents. The 
“law” of memory, retention, is rather exact: most of us forget much more 
than we remember. Your inspired introduction to the semester will be 
faded and warped by mid-semester as student memories grow dim and 
their aging notes become increasingly cryptic. Frequently, an appre- 
hensive student betrays his weakness and asks for a review. Ordinarily 
he is voicing the uncertainties of others. Your anticipation of these con- 
cerns can help to establish a better learning climate. 
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One way tD anticipate retention problems is to use frequent sum- 
mary and review sessions. Retention requires much repetition. Another 
approach is to engage in various kinds of drills and exercises so that facts 
can be put into practical application. Avoid having students memorize a 
host of myriad detail; instead have them structure generalizations from 
subject matter detail. Intellectual capacity, we are told, is developed 
not from memorizing details but from abstract understandings and rea- 
soning through a series of hypotheses and generalizations; at the college 
level, at least, the latter is considered the more important of the two 
approaches. 

Uncertainty has been described as the most difficult condition for 
human beings. The instructor has the opportunity to introduce or to allay 
student uncertainties. College teaching should not be a game wherein 
the student and teacher try to outguess each other. They have or should 
have a common cause— learning. Accepting this premise means that they 
work together to achieve that goal. Their paths toward learning can be 
made less steep and less tortuous by the use of these six Rs of learning- 
receptivity, reinforcement, respite, relevance, romance, and retention. 

Some Methods and Techniques 

Planning the course carefully can raise the probability of your achieving 
your goals for the semester. The real test, however, lies in translating 
your plan into the reality of the classroom. In essence, how do you 
"teach” someone? The answer is a deceptive mixture of simplicity and 
complexity. All of us have been teaching for years outside the classroom. 
In an informal manner, usually without a scientific or artistic plan, we 
may teach a relative or friend to drive a car. We may teach a child to 
catch a ball or a dog to fetch a stick. Teaching by explanation, demon- 
stration, and practice must predate recorded history. Both informal and 
formal teaching offer a variety of teaching methods and techniques, 
varying in effectiveness. 

In selecting these methods and techniques, we arc guided by some 
general assumptions and research findings. One major point is that any 
teaching method has both advantages and disadvantages. Trabue reports 
some additional points that need consideration here at the outset (371). 

1. Class size is not as big a factor as has been thought, if the prime 
objective is the transmission of information. 

2. Relatively little Is known about the "best" plan for organizing 
learning material. 

3. Textbook teaching remains prevalent-and unsatisfactory, 

4. Every phase of learning (including tests ) can be improved. 

5. The teacher's personality will determine choice of method. 

Guilford implies another preliminary point, that the whole process 
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of effective learning requires creativity, both from teachers and students. 
The author supplies several techniques for encouraging creativity (149). 
Creativity in method is also found in another article which states that 
teachers should be unprepared (246). This shocking revelation leads to 
a valid argument, that teachers might teach better by allowing the stu- 
dents to formulate the course as they see and need it, rather than to fol- 
low the rigid prescriptive format prepared in advance by the teacher. 
Pames presents a useful survey of research on creativity (282). 

Many authors provide discussion of the art of teaching and its ap- 
plication. For additional reading, see the bibliography, for instance, 
Morton (264), Mayer (234), Carrison (129), O’Neill (278), Eels (95), 
Chapman (56), Rapp (304), and Horton (178). 

There are some who may quibble about the difference between 
method and technique. While these terms are frequently used inter- 
changeably as synonyms, we choose to make the following distinction. 
A method is a systemic arrangement, an orderly procedure, a mode of 
handling intellectual problems; a technique is a skill or device in the 
specialized details of a method. Method is a broader term, a unified plan 
composed of various techniques. The following illustrate some of the 
standard methods and desirable techniques. 

Lecture 

The most common college teaching method is the lecture. The general 
concession is that it may be most useful for transmitting information 
(240:15). As you know from experience, this method can enthrall or bore 
certain students or even a whole class. During his presentation, even the 
best teacher Is likely to "lose a few" at cither end of the ability scale. 
Nevertheless, a strong case can be made for the lecture (225). 

A lecture should present new and additional material not covered 
in the textbook if it is to be beneficial. Furthermore, the material should 
base excellent organization and language clarity if it is to be readily 
understood. A study of outstanding lecturers at Ohio State showed that 
their plans were simple and the examples abundant (88:150). AH sig- 
nificant generalizations should be well developed with various kinds of 
interesting examples and research, all of which should be carefully docu- 
mented. Fact and opinion should be clearly distinguished. Clearly visible 
logic must be cmplo) ed in areas requiring reason. 

In contrast to the small class lecture, the formal lecture h3s also be- 
come, thanks to the vast crowded lecture halls of some of the large uni- 
versities, a symbol for impersonal and ineffective instruction. However 
impersonal such classes may be, contrary to the m>th that large classes 
mean decreased learning, tlicre is "... no statistically significant differ- 
ence in post test performance of groups subjected to the two methods of 
teaching . . ,"(132:364). 
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Large classes can be as effective as small classes when the proper 
techniques are used. According to Woodworth, there are several sub- 
stantial advantages. The likelihood of careful preparation is increased, 
there is less tendency to digress; a larger number of stimulating students 
may be included (399). The techniques of teaching larger classes are 
discussed in some detail by Payne (283 ) . 

Most college teachers may have the ability to prepare a strong lec- 
ture, but far too many “spoil" their lectures in the delivery process. Read- 
ing a lecture from complete manuscript creates several problems, the 
most important of which is the lack of eye contact with the class au- 
dience. Working from an outline or checklist, the instructor can phrase 
his ideas with spontaneity, establish audience contact, and monitor the 
feedback of student reactions and questions. 

The lecture method has advantages, despite the criticism directed 
at the stereotypes of professors mumbling and reading from brittle, yel- 
lowed notes to dozing students. The lecture allows the instructor to com- 
press a large amount of supplementary material into a short space of 
time, to emphasize and dramatize the most important points of his sub- 
ject History, for example, can be brought to life by an imaginative in- 
structor who combines his enthusiasm with exciting content and a flair 
for drama. Even English composition has been taught successfully with 
lectures on tape, heard outside class away from the lectures (309). A 
lecture can also be especially useful when several class sections are com- 
bined for an outstanding lecture, frequently followed by smaller dis- 
cussion group meetings. The lecturer is selected for his unusual ability 
in both content and delivery so that he can be shared with all the stu- 
dents rather than with only a few students. Such a procedure also pro- 
vides large audiences for those instructors who respond enthusiastically 
to laige audiences. The group discussions allow the students to interact 
with an instructor and among themselves. 

Oral Interpretation 

The lecture is an original speech prepared and delivered by the lecturer 
himself, but oral interpretation is the analytical and interpretative read- 
ing of materials written by other people. Interpretative speech is an art 
that can be used effectively by people in many professions, including 
law, the ministry, government, politics, and teaching. Teachers of Eng- 
lish, literature, acting, speech, and oral interpretation itself especially 
need to develop ability in this area, but all college teachers could make 
use of interpretative speech as a means of adding variety and interest to 
their art. 

While “interpretative speech” is taught as a separate course among 
the other speech arts curricula, it is a significant teaching tool. At its 
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minimum, it is effective reading; at its best, it is rich with feeling and 
interpretation through vocal and bodily responses to the printed word. 
Warm, sensitive, sympathetic, and responsive personalities are the best 
interpreters. Technical skills needed arc those related to the analysis and 
understanding of literature, the proper selection and preparation of liter- 
ary materials, and the kind of proficient delivery that will make the ma- 
terial come to life for the audience. The material lives if all the emotion, 
depth, and meaning of an author’s work are properly communicated to 
the audience by the interpreter's mastery of these characteristics. Oral 
interpretation not only helps to instruct students or to persuade them, 
but it also has the advantage of a built-in entertainment value. 

Socratic Method 

Frequently used as a teaching method in higher education is the Socratic 
system, which employs the use of questions “to develop a latent idea, as 
in the mind of a pupil, or to elicit admissions, as from an opponent tend- 
ing to establish or to confute some proposition." Socrates tended to use 
his method as his one and only approach to learning; it could be so used 
today in some cases, but more often it is used for variety at the conclusion 
of lectures, its purpose being to challenge students to think for themselves 
and, perhaps, reach their own conclusions. The Socratic method suggests 
that the teacher docs the questioning and the student the answering; Jt 
also suggests that the teacher answer a student question with a question 
of his own. In essence, the student is supposed to find the answer to his 
own question by gaining insight Into the facts through provocative ques- 
tions supplied by the instructor. 

Any question-answer period, whether Socratic or otherwise, is a nec- 
essary part of any instructor’s methods of teaching. Students become frus- 
trated if they do not have the opportunity to ask questions in a class. They 
have many problems arising out of the learning environment and these 
problems must be solved if the learning is to be effective. Student ques- 
tions provide a change of pace, introducing a voice other than the instruc- 
tor’s. As a side effect, the questions allow the student to develop his ability 
to phrase inquiries and present them before a group. A question-answer 
period serves as a catalyst in soliciting both classroom participation and 
achievement. Students are apt to be better prepared in their reading and 
listening assignments if they know they may be challenged or called upon 
to speak. If their responses are evaluated or graded, they tend to display 
more interest and attention to the class work. "Effective learning requires 
mental self expression on the part of the individual student. The extent to 
which the students actively participate in the learning activities . . . will 
he considered a measure of effective learning" (230.2). Student partici- 
pation is specifically recommended by the Maryland Standards for Com- 
munity and Junior Colleges. 
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Various technical skills are needed in the Socratic or question-answer 
methods of learning. There are no sure answers as to the best place to 
include these methods in course instruction; the placement and tuning re- 
late to individual teaching styles. One effective technique is to base the 
lecture on a series of questions which are asked of the class, each one 
serving as a basis for their responses and your follow-up comments. Con- 
sidered a "bad” technique by many instructors is the employment of purely 
factual questions, such as “In what year was the Norman Conquest of 
England?” Or "Which person was the first to sign our Declaration of In- 
dependence?” Thought questions requiring analysis or reason are con- 
sidered best. Instead of the "what” “where,” or “when" questions, try to 
get at the "why” or “how” aspects. For instance, "Why did the Normans 
invade England?" The “what" in “What caused our founding fathers to 
develop a Declaration of Independence?” is really a “why” question; 
"Why was die Declaration of Independence developed?” Here, we wish a 
student to reason out an answer through an analysis of cause and effect 
The typical Socratic method would appear as follows: The student asks, 
“Is capital punishment a good law?” And the professor answers with a 
question of his own, “Does it deter crime?” The value of the question 
method of learning seems most valid when students are stimulated and 
challenged to establish their own propositions and support them. 

Informal Croup Discussion 

Emphasis is upon questions in the Socratic method, but in informal group 
discussion the emphasis shifts to sharing ideas or comments in order to 
arrive at a mutually satisfying agreement among the members. If a class 
discussion turns into an argument between opposing factions, then it is no 
longer pure discussion but, in fact, a group debate. Classroom discussion 
is usually classified as informal because it follows no rigid construction or 
organization and it includes no outside audience. In essence, it is free 
discussion. It may or may not include a discussion leader. If the students 
are briefed, are told what subject they must discuss, are provided a leader 
serving as a guide and a secretary serving as a recorder, the discussion 
takes on characteristics of formal presentations. The informal type may 
produce as much learning as the more formal type of discussion. For 
classroom purposes, however, some form of control is necessary, at J east 
in terms of course objectives and goals; even with controls, the lack of an 
outside audience characterizes class discussion as informal rather than 
formal. 

Discussions offer a stimulating change from the lecture method. Cur- 
rent research indicates that discussion is more likely to change students 
(240:15). Once they begin to participate, students discover they enjoy 
participation and learn more as a consequence. Critics of discussion point 



162 Community Junior College 


out that students' time can be wasted, especially when the group is not 
held to the topic. Critics describe discussions as unorganized "bull ses- 
sions." They contrast the occasional noisy digressions with the organized 
lecture. They forget that the silence of the lecture audience may represent 
boredom as well as learning. 

Discussion techniques have proved themselves in desirable learning 
effects (44), but success requires careful planning. By providing a chal- 
lenging problem or topic area, the instructor, perhaps with student help, 
prepares the group to work toward predetermined goals. The instructor 
himself usually serves as a guide and resource authority. Once the discus- 
sion begins, it is wise that he interfere only upon necessity— for instance, 
when the discussion appears to stall or to disintegrate. 

Size plays a role in success. The members of a six-man discussion 
group have adequate time to participate and react to others’ comments. 
As the group expands, the time for each member contracts, until it is vir- 
tually impossible for everyone to participate appreciably in a large group 
confined to fifty minutes or less. The answer, of course, is to establish sev- 
eral small discussion groups and to circulate among them and sit in for a 
short time. Gnagcy’s experiments with small-group versus teacher-led 
discussions suggests an equally effective alternate to discussion sessions 
in the usual pattern. No significant difference was found in achievement, 
but teacher-led discussion, the students thought, was significantly more 
practical and understandable ( 139:30). 

You may find worthwhile the method popularized by industry— brain- 
storming. The goal is the creation of fresh ideas; the atmosphere is per- 
missive so that inhibitions are minimized. The results can be stimulating, 
for each idea triggers others, with the usual critical reactions eliminated. 
The class members may perceive their colleagues and themselves differ- 
ently after participating in this process. The process is most useful when 
a course lends itself to creative ideas and when the instructor wishes to 
develop imagination and innovation among his students. The instructor’s 
own ingenuity determines where brainstorming can be used with a likeli- 
hood of success. 

As the name suggests, one teaching method involves dividing the 
students into small groups for the purpose of buzz group discussion. 
Doyle advocates small group buzz sessions and provides some useful in- 
formation (90). An interesting experiment which suggests that student 
discussion group members can leam as much as they learn in conventional 
lectures, is reported by Beach (21). Buzz sessions allow the student to 
participate acftiveiy in fne education process ra'frier £nan to "be a passive 
receptacle waiting for the instructor to pour out the information. 

Hurst makes a strong case for the group decision method (181), The 
author reports that the method is an adaptation of a technique developed 
by Lewin in his wartime studies of changing food habits. “In brief the 
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method outlines a problem to the group, gives them all the available in- 
formation and describes its relation to the problem and then directs them 
to reach a group decision as to how they could handle or solve the prob- 
lem” (181:148). Another name for the method may be problem-solution 
discussion. 


Formal Discussioti 

Formal discussion is chiefly the type that is conducted before an audience. 
There arc various types of formal discussions, but the most prevalent type 
is the panel presentation. Certain students are selected to sit on the panel. 
They may prepare speeches on a given subject or topic area, with a panel 
chairman serving the group. This form is more properly called a sym- 
posium. Or they may freely discuss a problem as the chairman guides and 
directs the questioning. A symposium-panel is a combination of prepared 
speeches, followed by free discussion. After the completion of the sym- 
posium or panel, the audience can be invited to question the group or to 
make comments of their own. Audience participation with the formal 
group is called a forum. The chairman, sometimes called the moderator, 
directs the whole process. When topics are potentially awkward, he may 
ask that questions be submitted in writing so that they can be edited or 
assorted for selection beforehand. 

Techniques used in formal discussions such ns the panel or sympo- 
sium are numerous and relatively detailed. Much more organization and 
responsibility are needed here than are needed for informal discussions. 
The moderator, for instance, needs to limit the comments of discussants 
who try to take more than their share of time. He needs to keep the dis- 
cussion on the track and make sure that it does not disintegrate into a 
debate, which is a quite different method. The moderator or chairman is 
usually responsible for the overall introduction and conclusion to the 
discussion. In short, he needs to exercise a number of skills in fulfilling his 
various responsibilities. Time usually restricts the number of participants 
to five or six. 

When a panel or symposium group is reduced in number to two 
members, the classification is usually colled dialogue. This form is perhaps 
most effective when the participants represent opposite sides of a ques- 
tion; for example, one guest representing management, the other the un- 
ion. Once again, we must not confuse dialogue with debate, ns normally 
defined. If dialogue is a true discussion, its aim is to reconcile differences 
and reach a mutually satisfying conclusion. A dialogue can be expanded 
to allow questions or comments from the audience. In the clast situation, 
the instructor may follow up the dialogue (or symposium-dialogue) with 
questions of his own, a technique which can establish more dialogue and 
perhaps encourage student participation. 
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Debate 

Debate places heavy emphasis on winning support for one point of view 
as opposed to another. If the teacher's purpose is to arrive at agreement, 
to emphasize unity of class purpose, lie’ll use discussion; if he wishes to 
introduce the enthusiasm and special interest that students develop when 
arguing and defending a position, he’ll use debate. The class, too, can be 
much more interested when the drama of a contest livens their studies. 
Conflict of any kind arouses students to become more conscious of what 
they believe. They may continue to talk about a class debate conflict for 
many days after the debate is over. Probably it is this particular effect 
that makes debate such a valuable teaching tool. 

Debate, like discussion, may take many forms and employ various 
techniques. The most popular form is that in which two-man teams com- 
pete against other two-man teams. One side establishes the debate propo- 
sition and supports the affirmative, while the other side argues the nega- 
tive. Debate judges, sometimes total audiences, decide upon the winning 
team. For specific techniques of debate, you should consult any reliable 
debate manual or speech textbook. 

Debate can be used in many college courses; most subject areas have 
certain controversies and, rather than the teacher’s presenting the pros 
and cons, the students should become involved in all the aspects of re- 
search and thought necessary for good debate. Many teachers can stimu- 
late their classes through the use of such a method. 

Laboratory 

Science has led the way toward the immersion of students in direct expe- 
rience rather than having the instructor talk about the experience. Labo- 
ratories are standard accompaniment for science lectures, but lab sessions 
can also be held in most other subject fields. A project or study lab is the 
most common form adaptable to other areas. Labs are especially useful in 
business skills courses and foreign language instruction and in any area, 
in fact, where direct experience happens to be a significant goal in learn- 
ing. The community, as well as the school, provides extensive laboratory 
facilities, many of them surprisingly convenient. Frequently business firms 
are delighted to have students participate directly in work-study pro- 
grams, alternating paid employment with classroom theory. Sociology 
students often participate in community surveys, wherein they develop 
interview techniques and simultaneously provide the school and commu- 
nity with useful data. The values of the laboratory method are well estab- 
lished among both educators and the lay public. 

The essence of the lab method is direct, carefully planned experience 
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students in seeking clarification; the student’s vocal and physical delivery 
may bore or distract the class from the real values of the report; the stu- 
dent may not have been well briefed by the instructor in setting up the 
reports so that confusion and student resentment result; the reports may 
be only busy work, not contributing significantly to the course goals. In 
spite of these possible weaknesses, student participation by the report 
method is an excellent learning device which should be useful for almost 
any course in the curricula. 

Student Papers 

Student reports, normally delivered orally, can also be written and turned 
in to the instructor. Such a method is especially useful when there is a 
lack of class time for oral presentations. In the absence of oral delivery 
and corrective feedback, the student needs to be concerned primarily 
about his content and organization. Knowing how to write, as well as 
speak, is one of the fundamental goals of education. Regardless of the 
subject or course being taught, there is always a need for various types of 
student papers, for they help every instructor to evaluate the total student 
and his learning. In addition, papers can motivate learning by forcing tbe 
student to explore a given area and formulate conclusions of his own. 

Should a teacher employing the student paper method be responsible 
for only the content and organization in a paper? We would have to say 
no. Most good teachers realize the need to read and respond carefully to 
comment on such elements as usage, spelling, punctuation, capitalization, 
and sentence structure. The responsibility demands, of course, that the 
teacher himself masters his language. 

Independent Study 

If one method had to be chosen as the subject of the focal point of com- 
munity colleges during the late sixties, the choice would probably be in- 
dependent study. The best known community college use of this method 
can be found at Oakland Community College in Michigan. Terrell's report 
on the philosophy and program of the “audio tutorial method” describes 
the method and its origins (368). TirreH’s plan has at its heart the 
thoughtful, systematic analysis of objectives. Most methods can be en- 
hanced by such an analysis. But equally or even more important, the stu- 
dent's achievement of the objectives is evaluated with unusual care at the 
conclusion of the process. Thus, the student is oriented thoroughly on the 
skills or knowledge he must be able to demonstrate. Indeed, his means of 
demonstration are also spelled out as clearly as possible. 

These concepts are fused with the Oakland Community College 
campus. However, more conventional campuses across the nation have 
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been experimenting with similar methods which individualize instruction 
through the employment of various electronic supplements to the instruc- 
tor. For a study of the college and university practices which preceded 
the Oaldand Campus, see Felder’s study which presents a survey of the 
more traditional independent study practices ( 110 ). 

One growing approach to independent study is the case method. 
Borrowed from various professional schools— law, medicine, social work, 
etc.— case method is being used in various applied fields and adapted to 
certain theoretical fields. Baur provides a general discussion of the tech- 
niques and criteria of this method (20). 

Within the traditional framework of independent study there is some 
difference of opinion. Brown and Adams (40) claim the program supports 
the value of independent study. However, others, for example Hatch and 
Bennett (160), suggest that in the quality of learning there is no signifi- 
cant difference between the traditional class meetings and independent 
study programs. If the opportunity should arise, you may want to experi- 
ment with an independent study program, even though it may be very 
difficult to compare the results with those of the lecture method. 

Honors Seminar 

Another approach which is rising in popularity among junior colleges is 
the seminar (41). In a small class the honors seminar brings together stu- 
dents who show unusual academic potential. Presenting an understand- 
ably high cost of instruction ratio, such classes can be very stimulating 
to the instructor as well as the students. The opportunity to pursue ideas 
in a small group of especially able students can accelerate intellectual 
maturity through the analysis and articulation of ideas. Bogdan’s experi- 
ence is described with enthusiasm. "Perhaps the most rewarding experi- 
ence of this class was the enthusiasm with which the student approached 
the study of history and the accuracy with which he followed through. 
This, in itself, is adequate justification for honors endeavors, even at the 
freshman level" (32:189). 

Similar testimonials can be found in other disciplines. Dawson dis- 
cusses a sophomore honors class in English (87). A social science honors 
seminar is described by James (184). Great success in terms of observa- 
tions of students, teachers, visitors, test results, anecdotes, and case 
studies is evident in liberal arts honors seminars, according to Majella 
(224). However, a slightly different viewpoint is provided by Svvcts 
(352) who feels that admission criteria should be scrutinized rather care- 
fully. Dannick and Carson (55), in describing an honors program at 
Cozcnovia College, indicated supporting methods as (1) the establish- 
ment of a relaxed atmosphere in which all topics ore discussed, (2) team 
teaching and drop-in teachers, (3) a common denominator in the fact all 
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students had completed introduction to sociology and were currently in 
the social problems course, (4) the use of the New York Times as a com- 
mon reading to relate theory to the real world, (5) field trips, and (6) 
no set content outlined. Added to this advocate position is the prob- 
lem of determination of faculty load. 

Team Approach 

Just as the exchange of ideas can be stimulating to students, instructors 
often can be stimulated by teaching in a "team” relationship rather than 
in solo. The exchange can be particularly rewarding when the course is 
interdisciplinary. Young (402) suggests such values as in ter stimulation, 
intertesting of Ideas, shared responsibility, larger classes, burdens shared, 
more careful preparation, better objectivity, and better motivation to learn. 
He adds, however, a list of pitfalls: possible clash of personalities, rigidity 
of ideas, feeling of being threatened by the other, refusal to accept dif- 
ferences, dominance of one by the other, disproportionate amount of la- 
bor, and students pitting instructors against one another. 

If you are interested in learning more about team teaching, read 
Wetzler's comments (389). Even though his examples arc drawn from 
the teaching of world literature, his description of the steps for team 
teaching may stimulate you to consider the method os an alternative to 
individual lecturing. 

An answer to the apprehension that team teaching may be ineffective 
is provided by Fredenburgh: "No one method-whethcr lecture, small 
group discussion, the problem-oriented approach, the project-centered 
method, the case-study approach— is found to be superior to any other” 
(119:12). He also underscores an essential tD successful team teaching: 
The instructor must have unusual depth and breadth in his preparation. 

A type of team teaching is in the work-study plan, which is found in 
such junior colleges as Mohawk Valley Community College and the Loop 
Branch of Chicago City Junior College (180). The usual approach is a 
division of the students time into regular course instruction and the kind 
of practical instruction provided by direct work experience supervised by 
those in the various occupational fields. Certainly the team of teacher and 
field supervisor is to be considered where possible. 

Technological Methods 

The choice of methods and techniques can be simplified by answering 
two questions: (1) Can audio-visual devices clanfy information or moti- 
vate better learning in certain portions of the verbal presentation of sub- 
ject matter? (2) What devices would do the job most effectively? 

When it seems necessary to stimulate better listening and better 
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understanding of the hearing sense, teachers can use supplementary all- 
audio devices— radios, telephones, tape recorders, and phonographs. But 
what about visual observational devices? Isn’t it true that observation, the 
sense of sight, can reinforce the hearing process? Just watching a lecturer 
is not enough. The lecturer must be doing something as he speaks; for in- 
stance, he could be demonstrating. Here, the visual combines with the 
audio sense and demands more direct student participation through the in- 
volvement of both eyes and ears. Participation itself is considered the most 
direct aid to learning (230:2). Add to that a long list of techniques 
which include field trips for on-the-spot visual observations, various types 
of exhibits and school museums, motion pictures, still pictures (slides, 
film strips, photographs, and the like), and visual symbols (such as charts, 
graphs, and maps). Aids can be as simple as the common blackboard or 
as complex as the closed-circuit television operation. 

Specific techniques within the various technological methods can only 
be learned and mastered with practice; many of these techniques will vary 
with each teacher. Currently popular with most teachers is the overhead 
projector, which enables the instructor to face the class, while his writing 
is projected behind him, visible to the class. In essence, the overhead pro- 
jector approach is a substitute for die chalkboard. Overhead projectors 
come in various sizes and kinds, most of them portable. Sometimes they 
have the disadvantage of requiring a partially darkened room, although 
the new projection screens allow more room light than in the past. Re- 
cent processes enable the instructor to transfer book pages, newspaper 
illustrations, virtually any printed material onto a transparency for projec- 
tion. Having the advantage of rapidity and versatility, they allow the in- 
structor to present to his class a column or photograph from the morning 
paper on the day of publication. 

Sometimes an instructor wishes to share class material that does not 
lend itself to transparent production. If he wants to project a student 
paper so that the class can examine it, he uses the opaque projector. 
Books, papers, flat objects can be projected by an optical system which 
bounces the light off the material rather than through it. Opaque projec- 
tion is particularly compatible with photographic prints; a Polaroid snap- 
shot can be shown on the screen a few minutes after the photograph has 
been taken. 

Photographic transparencies, either the 35 mm or the less common 
2X2, also provide a convenient means of supplementing words. Cam- 
eras, color slides, and projectors arc extremely popular outside the class- 
room; they provide a potential source of teaching aids, when the coverage 
happens to be an area or country being studied by the class. In addition 
to slides made by the instructor himself are the many commercially pro- 
duced transparencies in such fields as art and architecture; these enable 
a class to see a Van Dyke painting or a Frank Lloyd Wright building en- 
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larged beyond the boundaries of printed word or picture. Transparencies 
are also produced in strip rather than mounted individually. The film 
strips are often accompanied by recordings which are synchronized, com- 
bining sight with sound. 

The combination of sight and sound with movement is most familiar 
in the motion picture. The addition of movement increases the interest 
of the audience and adds a dimension which makes development and pro- 
gression possible. Literally thousands of 16mm films are available to col- 
lege instructors. Effective usage involves a systematic preparation of the 
class so that the students know what to watch for and what is to be em- 
phasized. Follow-up student activities are also essential, if the experience 
is to be focused on the purposes. 

Motion is also available through television. Within the past several 
years a growing number of schools have added television facilities to their 
technological resources. Perhaps the most common is that of the closed 
circuit, which is ordinarily confined to campus. This has been extremely 
useful in such activities as laboratory demonstrations where the television 
camera brings the demonstration to the last row in the lecture hall by 
means of the television screen. Large class lectures make similar use of 
television techniques. 

Where scheduling makes it feasible, some classes use live television 
from off-campus, for example, documentary and news coverage which 
relate to class activities. A major difficulty has been that the coordination 
of class and program is difficult to arrange and is rarely coincident. Fortu- 
nately the cost of video tape facilities is decreasing and the availability is 
increasing. It is now possible to tape a live show from a home receiver 
and store the material for later presentation. 

Video tape is considerably cheaper and more rapidly scrcene d than 
its competitor, the motion picture film; because of these advantages video 
tape has enabled colleges to experiment with the recording of staff lec- 
tures and demonstrations for re-use. This technique, in combination with 
electronic equipment, has made it possible for students to dial a lecture 
for an individual showing. This procedure has added advantage of en- 
abling a student to review a lecture without inconvenience to the instruc- 
tor. The instructor, himself, is thus enabled to evaluate his own teaching 
at his convenience. Video tape is also considered one of the “greatest in- 
novations” for performance courses, particularly in speech (320). The 
student speaker, like the teacher, is more apt to improve dramatically 
after seeing himself deliver his speech on video tape replay. 

Appealing to sound alone are the magnetic tape recordings. Even 
without an appeal to sight, sound recordings have numerous applications 
to teaching. Taped recordings should find some use in all classes, but they 
become a central means of teaching effectiveness in such courses as 
speech and foreign language. Taped recordings can capture and release a 
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students performance for his own as well as the class’s and instructors 
analyses. A growing number of colleges centralize their taped learning re- 
sources and make them available to the whole campus through a dialing 
system. Foreign language laboratories, in particular, use tapes and tape 
decks extensively. 

Also inexpensive are disc recordings, sometimes offering recorded 
material not available in tape form. Quite often commercial releases of 
stage plays and classical music are issued first on long-playing records. 
Every instructor should familiarize himself with the many listings of LP 
recordings. Such useful aids as poets reading their own poetry, the sounds 
of World War II, the songs of the Civil War, the astronauts’ voices from 
the moon, are waiting to assist the instructor. Reproducing, as they do, 
the varied sounds and programs of life, disc recording companies often 
have a record that fulfills a special need for an instructor s class. 

Although space limits our discussion of these and other technological 
aids, we cannot conclude (his section without describing briefly what may 
well be the most revolutionary technological assistant to instruction-thc 
computer. 

A student sits at a console or station connected by a telephone line to 
a central computer. He "talks to" the computer by employing the console 
typewriter keyboard or a television screen that can display written mes- 
sages, drawings, equations, and other graphic material. The student may 
use a fight pen to select answers to the problems shown on the screen-, 
he may even erase or change the images that appear. The student hears 
the computer talk to him through a pair of earphones or a loudspeaker; 
the verbal communication, especially when new concepts are presented, 
provides interaction. 

The student and computer interact at three specific levels, each of 
which is a separate system of instruction: individualized drill-and-prac- 
tice system, tutorial system, and dialogue system. (1) Drill-and-practice 
work is used for the skill subjects. The teacher introduces the concepts 
and ideas preliminary to ordinary drill and practice, and the computer 
provides the drill-and-practice exercises by presenting, evaluating, and 
scoring them without any effort on the part of the classroom teacher. The 
drill-and-practice system is individualized so that each student works at 
his own rate from his current level of ability. (2) The tutorial system 
helps the student understand a concept and develop skill in using it. The 
system is called tutorial because it approximates the interaction between 
a patient tutor and the individual student. The drill-and-practice and 
tutorial systems are already functioning on the experimental level (3). 
The dialogue system, because of many technical problems for present-day 
operation, is less advanced in use. Hie dialogue system requires that the 
student be able to conduct a genuine dialogue with the computer, very 
much like ordinary dialogue between teacher and student. The dialogue 
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system enables students to ask questions and discuss a point with the 
computer. 

Will the computer system of learning replace the teacher? No. It is 
now a supplement, an aid to learning. The teacher is still the necessary 
force in the classroom. Can computers individualize instruction? Yes. 
Present-day instructors cannot fully cope wills the problems of differing 
abilities, rates of learning, and approaches to learning— not \v 1th so many 
students in their classrooms. But one means of providing individualized 
instruction is the computer system, which deals on nn individual basis 
with many students simultaneously and thus lowers the cost per student 
of the computer. 

What about the teacher’s role? For one tiling, lie is saving himself 
the burden of preparing and correcting large numbers of drill-and-prac- 
ticc exercises. For nnothcr thing, he has greater opportunity for personal 
interaction with his students. Teacher-administrator relationships should 
be strengthened as skill is developed in interpreting and using the vast 
amount of computer information. Each area of the curriculum is im- 
proved by the findings. Students In computer-assisted programs will work 
at their consoles no more than a third of the time they arc in classes; this 
time should be enough to demonstrate tlie value of the computer as a 
newer technological advancement helping students to lcam more effec- 
tively. 


The New Teaching 

Programmed materials are growing rapidly in popularity. Whether classi- 
fied as a method or a technique, automation or teaching machines, or com- 
puterized instruction, these methods enable the instructor to design a 
course of instruction for thousands of students to leam through a clearly 
intermediate means. 

The initial fears and hostilities aroused by these methods have been 
somewhat allayed, although by no means eliminated. There is an increas- 
ing awareness that there can be advantages to using machines for routine 
work. When Roberts (317) suggests that CJC teachers abandon teaching 
facts, he does so with the suggestion that the instructor leave fact-teach- 
ing to a machine in order to liberate the instructor’s time for discussing 
problems and concepts. 

Of the comparative studies which have been made, an especially in- 
teresting and durable one is Collins" (68). llis experiment compared the 
learning through lecture, self-tutoring with the use of programming and 
machines, and the two methods combined. The result was no significant 
difference in academic ability as measured by the Ohio State psychological 
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test at the end of the semester: Additional implications are provided by 
Stolurovv (345) whose predictions have been confirmed. Auto-instruc- 
tional methods are here to stay because of their usefulness in increasing 
student knowledge. 

Computerized instruction has also become commonplace, with grow- 
ing sophistication in community college use of “software” as well as hard- 
ware. Methods of teaching are inexorably changed with the introduction 
of a growing number of applications of computers. Now the instructor is 
made available potentially to an infin ite number of students, whereas pre- 
viously the limits of his accessibility were clearly defined. 

Closed-circuit television has become relatively commonplace in com- 
munity colleges. The research seems to suggest that in effectiveness there 
is little difference between a television presentation and one which is live 
(241:92). Both methods are a mixture of advantages and disadvantages. 
The live lecture, for example, has the advantages of being flexible and 
interactive; but it is also slower than reading or television viewing. 

Further discussion and additional methods and techniques are de- 
scribed in Johnson’s survey of innovation techniques (190). Additional 
programs are discussed in some detail by Skaggs and others (334). A sam- 
ple of the wide national variety is reported by Carlyon (50) who traveled 
with a 14-member faculty team, studying 64 institutions in 9 states. Their 
147 recommendations were used to design the new Delta College. 

“New” teaching, whatever else it may be, reflects an awareness of 
student demands for active learning experiences which seem relevant to 
the student’s life. Student critics maintain that traditional designs and 
methods must be redesigned or even scrapped in order to introduce rele- 
vant experiences which result in useful learning. Disadvantaged students 
in particular have stimulated the colleges to expand the curriculum con- 
cept so that it reduces the passivity of the student role in traditional dis- 
ciplinary approaches. Similarly the teaching methods and activities of 
the past are justifiable only as they contribute to Structured, relevant 
experiences. 

An infinite number and variety of student experiences can result from 
any one college course or teacher. Consequently, careful design of student 
experience is basic to success, and no one experience may fit all students. 
Also, the structured-experience approach must use by necessity one or 
more of the teaching tools indicated so far, for every learning experience 
requires some mode of intercommunication. Undoubtedly, the structured- 
experience approach is a different emphasis upon and use of existing 
methods, all of which are designed to help students reach a desired learn- 
ing goal. Although the lecture method still remains popular in higher 
education, the CJC in particular is engaging in these various experiments 
and innovations, the results of which should improve upon the status 
of present teaching effectiveness. 
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Evaluation of the Student 

Perhaps the most diffi cult step in teaching is that of student evaluation. 
The effect of our grading is clear when we find, according to Bard and 
others (15), that "for the nation as a whole 50 percent of those entering 
higher educational institutions fail to graduate.’* In theory the instructor 
is evaluating the effectiveness of his teaching and his students’ learning, 
the two being inextricably entwined. The ultimate effect, nevertheless, is 
that of evaluating the student. Student evaluation may appear to be sim- 
ple. Despite its appearance, the process is intricate; it brings to a focal 
point the relationships between the instructor, the student, and the sub- 
ject matter— all of these immersed in relationships with the rest of the 
students and the faculty. 

High standards are important. However, they are more than just 
severe grading. To enable teachers to raise standards, Collins makes eight 
suggestions: Prepare solidly for each class, use concrete examples in lec- 
tures, give the essence and avoid minutiae, get student feedback to check 
their understanding, show value and significance of what is learned, 
check student notes or provide outline, evaluate frequently, get them to 
read the text (65:23). 

In this discussion area we concentrate on the "how" of this evaluation. 
The more mechanical aspects, such as grade accounting, have already 
been discussed elsewhere. In the following discussion, qualities or guide- 
lines which seem to be outstanding reveal characteristics of effective 
student evaluation. While the list is incomplete, you may find it a useful 
beginning. 


Early and Clearly Defined Evaluation 

Students usually resent evaluation that is not explicated at the beginning 
of the course. Your first meeting and several subsequent reiterations 
should make the bases for evaluation unmistakably clear. In essence, you 
and the students are in a contract situation. If, from the beginning, you 
have spelled out the contract clearly to the student, his remaining in the 
class implies acceptance of the terms. You may find that the explication 
of the evaluation forces you to think through the course and perceive it 
more clearly as a result of the scrutiny. In any case, both you and your 
students are bound to the contract, and no changes should be made with- 
out some form of mutual consent. 

Evaluation Related to Course Coals 

Students are incensed understandably by evaluation which is not related 
to the objectives of the course. This lack of relationship may reflect a 
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lack of clarity of objectives, which may be tbe fault of the student or in- 
structor or even both. Thus, it is of major importance that the instructor 
define the objectives as clearly as possible, inasmuch as the evaluation is 
based on the achievement of these objectives. The more clearly the objec- 
tives are defined, the easier it is to decide what means of evaluation should 
be used. 

Appropriate Selection of Evaluation Methods 
There are, of course, various methods of evaluation. During your years 
as a student, you have probably encountered most of them. Tests, either 
subjective or objective in form, are the most familiar. As a teacher, you 
should try not to become completely dependent on either form of exam- 
ination. Ideally, you want to give each student a variety of opportunities 
to demonstrate his achievement so that he can be seen in a favorable light. 
Both subjective and objective forms of evaluation represent a mixture of 
advantages and disadvantages, as will be seen in the following discussion. 
You may even want to use a technique that predates written examinations. 
Hartnett (159) refines the traditional oral examination by enabling the 
students to conduct it. 

The subjective examination, sometimes referred to as essay, has the 
advantage of being relatively easy to construct. It also furnishes the stu- 
dent with opportunities to organize and synthesize what he has learned. 
Essays allow the student who is well prepared to display how much he 
knows. One major disadvantage is the difficulty of correction or grading. 
Other drawbacks are lack of objectivity and emphasis on verbal skills. 

Numerous experiments have been conducted to demonstrate the wide 
range of grading of essays. Even handwriting can influence the reader, 
just as verbal facility can often conceal or offset lack of preparation. Essays 
tend to favor the glib student. There is the instructor’s time problem, too. 
Reading several pages carefully can consume as much as a half hour. 
Multiply that amount of time by the members in the class, and again by 
the number of classes; the result is many hours of reading. Because of the 
time element, essay examinations represent a real stumbling block at the 
end of a course when grades must be quickly compiled and turned in 

Objective examinations have their own shortcomings. Many hours 
have to be invested in their construction. This time, however, comes back 
to the instructor in a variety of dividends. There is first the relative speed 
and ease of correction. Today, many junior colleges furnish the instructor 
with data-processing equipment Consequently, you may find that your 
objective examinations can be machine scored in a matter of minutes. If 
the equipment is sufficiently sophisticated, it can provide you with scores, 
grades, and an analysis of your examination. However, a built-in defect of 
objective examinations is that they do less to acquaint you with the stu- 
dent's personality or style of expression. 
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The construction of examinations is an art in itself. Every instructor 
has the experience of writing an occasional essay question which elicits a 
response far different from that in the instructor’s mind. As a teacher you 
wifi need to develop a skill in anticipating student responses. De sure that 
you allow some feedback at the time of the test; often a student's question 
may enable you to steer the group away from a misunderstanding. Essay 
questions should be limited in their scope, and they should avoid vague- 
ness. You may want to limit the response to a set number of sentences. 
Tliis has the fringe benefit of forcing the student to polish his response 
and develop his verbal ingenuity. Of substantial value to you is keeping 
the length to manageable proportions. 

Objective tests take various forms; they may include some brief writ- 
ing, as in a fill-in response. This type has to be reviewed rather carefully 
to avoid tangential responses even though logical. Nevertheless, the fill-in 
docs emphasize recall rather than recognition. True-false items are rela- 
tively easy to write. The chief danger lies in the instructor’s leaning too 
heavily on the text as n source of true-false statements. There is also the 
drawback of chance; guessing has a fifty-fifty chance of being right. And 
then there arc give-away phrases such as "always’’ and “never" which sig- 
nal the answer to the student. 

Multiple-choice objective tests are popular for many reasons. They 
reduce the element of chance, although a poorly constructed question 
may eliminate all but two possible responses, Although more difficult and 
time-consuming to construct, they can be relatively sophisticated in their 
evaluation of the students' knowledge and abilities to think. You will want 
to be sure that your answers are parallel, so that the right one is not in- 
advertently tagged for the student. Matching-type objective examinations 
use a novel objective technique different from true-false or multiple 
choice. Machine-scored tests have a disadvantage in that the list has to be 
limited to five or six items. Nevertheless, they do allow the instructor to 
investigate the student's ability to relate such knowledge as events and 
dates. 

Objective examinations lend themselves to objective analysis. A good 
teacher wants to know how efficiently his test evaluates. The most com- 
mon means is an item analysis, whereby each question and response is 
examined. If, for example, all of the students get a question right, the 
question is too easy. More importantly, it does not discriminate between 
the average and bettcr-than-averagc student. Conversely, if all the stu- 
dents, including your brightest ones, miss a question, you know that the 
Atom tdjvx desaimirrste-. Acid «iVir (he sTodb mV «rfi\ ftV iWgfresf scores - 
consistently miss one question, that, too, should make you suspicious of 
the question’s quality. Similarly, in multiple-choice tests you will find 
choices which are wasted or misleading for the wrong reasons. What you 
want to know is whether your test is valid— is it testing what it purports to 
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test, and is it reliable? Does it give consistent results when used se\eral 
times? Item analysis is a chief means of answering these questions. The 
whole process is time-consuming, but any teacher concerned with teach- 
ing effectiveness should examine his tests through such a process. 

Tests are only one form of evaluation. The student should have other 
ways to demonstrate his achievement of course objectives. Short papers, 
book reactions, class reports, term papers, special projects— the list is lim- 
ited only by your imagination. You will note that there are also learning 
activities which simultaneously allow you to evaluate the student. These 
activities may allow the student to evaluate his own achievement, a means 
which is considered idea). Even tape recordings are being used as a means 
of student evaluation. Wotherspoon (400) uses recordings to build rap- 
port and better student learning. By taping his reactions to students’ blue 
books, he enables himself to respond in greater depth. At the same time 
the students have his comments available at their convenience in the 
language laboratory. 


Fair Application of Evaluation 

Beyond the means of evaluation is the question of its application. In other 
words, bow is the ultimate course grade derived? This question confronts 
both the instructor and the student and is of critical importance to the 
latter. Again the answer relates to the contract relationship. Not only the 
means but the relative weights have to be made lucid to the student. How 
much do outside assignments count? What weight is given to the mid- 
term, the final examination? Will you evaluate student achievement only, 
or will you give some weight to effort? 

One method of determining fair application is to assign numerical 
values to each means of evaluation. For instance, the term paper is worth 
one-fourth of the grade, the quizzes are worth one-fourth, and so on. 
Thus, the criteria become relative, and the student who can log his own 
scores has a reasonably clear perception of his rank in the class. Most of 
the mystery of grades is dispelled when the students and instructor have 
the same data for evaluation. The whole problem of being fair probably 
relates to these factors; Treating all students the same in an objective 
manner, giving each means of evaluation a reasonable amount of weight. 
Related to this last factor, for instance, is the question of how much 
weight to give to the final examination. This is sometimes answered by 
the department or the institution. Some junior colleges explicitly limit the 
weight that can be assigned to the final; they may say that no more than 
a third of the semester grade may be derived from the final. In the ab- 
sence of formal guidelines, the instructor must depend upon his own ex- 
perience and empathy. 
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Consistency of Standard 

As indicated in the above paragraph, consistency os well as relative 
weight is a factor in effective evaluation. Departments try to maintain 
standards of evaluation which will protect the student from glaringly in- 
consistent standards. This principle is of vital importance to the individ- 
ual instructor, who must lcecp himself in a position to document his eval- 
uation of each student, even after several semesters. Consistency demands 
that standards be the same for all students; it allows no teacher to depart 
from his class standards to reward or punish a particular student. 

Evaluation is the ultimate step in teaching. It can send the student 
away frustrated, seething with the attitude that the instructor has little 
notion of what the student has achieved during the semester. Worse yet, 
poor evaluation may assign the greatest rewards to those students whose 
achievement was largely peripheral to the course objectives. Ideally, eval- 
uation should provide a satisfying conclusion to the semesters voyage 
with the instructor. It should at once allow the teacher to know the stu- 
dent and his performance. But more important, evaluation should hold up 
the mirror to the student so that he can see himself and his colleagues with 
increased perspective. And the evaluation— like the objectives— must be 
made crystal clear at the outset of the semester. 

Evaluation of the Instructor 

Evaluation of the student, in a sense, is evolution of the instructor, who 
must share the credit or blame for every students performance. Some 
junior colleges analyze carefully and systematically the records of stu- 
dents in relation to individual instructors. No institution will evaluate an 
instructor entirely on the basis of one student’s achievement. However, 
when high-ability students fail in a consistent pattern with an instructor, 
the institution owes future students a serious evaluation of the instructor. 
In a similar fashion transfer records arc studied with care. Follow-up 
studies can enhance an instructor’s reputation, or they may cause him to 
re-evaluate his teaching methods. The institution has, to the instructor 
and student, a responsibility to see that they both achieve their potentials. 

Although student failure and achievement also reflect teacher failure 
and achievement, there are other criteria designed to measure teaching 
proficiency and success. Department members and the college administra- 
tors frequently evaluate instructors through classroom visitations. During 
your early years as an instructor, you are likely to be visited and evalu- 
ated several times. Once or twice each year you will probably confer with 
the department head and/or the head of instruction. They may use an 
evaluation form which you may sign after it has been discussed. Ordinar- 
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ily your formal evaluation will be a distillation of the facts and principles 
discussed in this text. Since each CJC has its own special style, you should 
be thoroughly briefed at your own institution. 

You may wish to supplement the institutional evaluation with the 
more informal students’ evaluation. Most instructors are concerned with 
student perceptions of their courses and their teaching. In many colleges 
these instructors are given instructor evaluation forms for students to 
check and return; some instructors design their own forms. All these 
forms are similar in their attempts to get students to comment on teacher 
and course weaknesses and strengths. The major aim is to help the instruc- 
tor improve. CJC teachers must grow, even though not required to pub- 
lish. Proper growth may also help to acclimate their “iceberg” images 

(223:12). 

Student perceptions of other instructors may be useful to you for the 
purpose of personal comparison. Hoffmans study ascribes five major at- 
tributes of the excellent teacher. By percentage response, there were: 
217— teachers' attitude toward students, 20.57-presentation, 187— personal 
characteristics and worth, 127-knowledge of subject, 113— stimulation of 
thought and interest (174:21), Quick and Wolfe found six most frequent 
responses for the “ideal* professor: 197— encourages independent thinking, 
10.77-well organized, 15.47— enthusiastic, 12.47— explains clearly, 12.17— 
welcomes questions, 107— careful evaluator (300:133). 

Several problems can exist when the students evaluate the instructor 
at his request. The test may be easier to construct than to administer in an 
anonymous manner. By the end of the semester, the teacher may know 
student handwriting and therefore eliminate anonymity. If he is not care- 
ful, lie may allow a destructive criticism to affect his relationship with and 
teaching of that student. Conversely, he may look with great favor, par- 
ticularly at grade time, upon a student who offers glowing praise of the 
instruction. The instructors problems of fear and insecurity relate directly 
to his students’ evaluation of himself. There is also the problem of timing 
If the evaluation is to cover the whole course, it should include the final 
examination, which may not allow time to fill out the evaluation with C3re. 

These and other problems can be solved in various way*. Consider 
the following: 

1. Look at yourself honestly. 

— Be willing to listen to constructive criticism. 

3. Be able to face the facts of your possible weaknesses. 

4. Be ready to follow up evaluation with positive changes. 

5. Shorten your final examination to allow' time for students to eval- 
uate you. 

6. Have evaluation forms requiring check marks rather than written 
material so that no handwriting can be detected. 

7. Have forms which cover all aspects, such as teachers personality. 
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dons are concerned, is whether the course parallels its counterpart at the 
senior institutions. Indeed, the course credit should be transferable if it 
is parallel. We have found many students and parents complaining of the 
fact that they cannot transfer all their CJC credits, but this fault may be 
due to inadequate counseling and program scheduling rather than to in- 
adequate courses (206). Students having more credits than needed for 
transfer may naturally suffer loss of some of these credits. In most states 
courses may be transferred as electives if not as requirements. 

A method of course evaluation which is growing rapidly in popularity 
is that of eliciting student response by means of a course, and/or instruc- 
tion evaluation form. There is still considerable debate over the effective- 
ness of such forms. Nevertheless, they are being used with increasing fre- 
quency, despite claims that students are not qualified as evaluators. On 
the campuses of senior institutions the course ratings are sometimes an 
analysis of the total undergraduate program, course by course. 

If you should decide to use the students for course evaluation, you 
may want to use one of the numerous forms already available. Most jun- 
ior and senior colleges are willing to share their questionnaires. You may 
want to design a form of your own. There are several commonly used 
questions and techniques. The form which follows is a composite of nu- 
merous different evaluation forms. Space for comments may be added 
after each item. If all handwriting is to be eliminated, the heading infor- 
mation and comments can be eliminated. 

Student’s Evaluation of Course and Instruction 

Date Student's Major 




Expected Grade 


You can be of considerable assistance to the instructor by 
helping him improve this course Whether critical or compli- 
mentary, your answers should be thoughtful and honest, if 
they are to be helpful. Do not sign your name; leave out all 
heading information and comments if you desire, but check 
one response for each item. 

I. THE COURSE CONTENT 

A. Value of the course to me personally 

B. Value of the course to majors in the field 

C. Value of the course to non-majors 

D. Value of the course to society in general 



D □ □ □ □ 
□ □ □ □ □ 
□ □ □ □ □ 
□ □ODD 
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II. THE COURSE ORGANIZATION 

A. Clarity of course objectives 

B. Clarity of bases for evaluation 

C. Clarity of learning experiences 

D. Clarity of lectures and presentations 

E. Clarity of course organization as a whole 



□ □ P 

□ DP 

□ DP 

□ DP 

□ DP 


III. THE COURSE AIDS 

A. Quality of the textbook 

B. Quality of the materials supplementing the text 

C. Quality of outside readings 

D. Quality of examinations 

E. Quality of assignments 

F. Quality of class discussions 

C. Quality of learning activities in genera! 


□ □000 
□ □□□□ 

□ □ D □ □ 

□ □000 
□ □ 0 0 0 
□ □ 0 0 0 
doddq 


IV. THE INSTRUCTOR'S PRESENTATION AND APPEARANCE 

A. Edect of the language usage □ D D D D 

B. Effect of the vocal quality □ □ D D D 

C. Effect of the volume □ D D □ □ 

D. Effect of the voice rate and pitch □ □ D □ □ 

E. Effect of articulation and enunciation O □ D □ D 

F. Effect of enthusiasm and Interest in delivery of 

speech □ O □ □ □ 

C. Effect of the mannerisms □ □ D □ □ 

II. Effect of dress and appearance Q □ □ □ □ 


V. THE INSTRUCTOR'S ATTITUDE AND BEHAVIOR 

A. Availability for individual conferences 
R. Objectivity in handling controversial issues 

C. Kindness when responding to students 

D. Fairness in dealing with students 

E. Dedication to and interest In the subject 

F. General knowledge of the subject 


□ □ □ □ □ 
□ □ □ □ □ 
□ □ □ □ □ 

□ □ □ □ D 

□ □ □ □ a 

□ □ o □ □ 


□□□□□ "■« 



Part III The Assessment 



Chapter 9 


Faculty Attitudes and Opinions 


Teacher trainees and new teachers can benefit from knowing wliat ex- 
perienced CJC teachers think about their work and their institutions. 
Faculty attitudes and opinions provide some guidance in understanding 
the nature of the profession and sene as a basis for de\ eloping ones own 
attitudes and opinions. In our college-faculty survey we asked our special- 
ists certain questions which form the basic content of tins chapter. Re- 
ceived in time for this analysis were 118 survey forms. The important cat- 
egories were How Faculty Like Teaching. Wliat Faculty Like Dost, What 
Faculty Like Least, and flow Faculty Evaluate Their Institutions. Those 
areas arc discusses! in terms of findings, conclusions, and recommenda- 
tions. The next and final chapter provides some resulting issues, problems, 
and solutions from the standpoint of faculty interests. We set the stage for 
these areas by revealing some administratis e views as they relate to di- 
recting i as tractors and instruction. 


Administrative and Supervisory Views and Policies 
In discussing the CJC setting and faculty assignments, we pujposely 
avoided an exposition of detailed criteria governing instructors and In- 
struction. Such criteria are imposed usually by administrators and super- 
visors, particularly vice-presidents or deans In diargr of instruction. While 
faculty voices and votes in governance are increasing, still existing are 
criteria that are frustrating, confusing, and even demoralizing. Teacher* 


1ST 
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in the CJC resent too much supervision, and they make mistakes inad- 
vertently when there is too little. Administrative and supervisory views 
and policies are often the heart of faculty discontent, and therefore super- 
vision itself has not been greatly emphasized, either in the CJC or in the 
literature. 

At least five reasons exist for the present status of CJC supervision of 
instruction. { 1) Historically, goals for the improvement of instruction in 
the CJC have been stated only vaguely (403:33), (2) The belief is strong 
that instruction is basically the same at all levels (335:542); (3) The CJC 
is relatively new when compared to other educational institutions and 
therefore is still pioneering, experimenting, trying to find the right an- 
swers and directions (33:330); (4) In some states the CJC still is con- 
sidered by some as an extension of secondary education insofar as the 
teaching emphasis is concerned (172.66); (5) There is hostility toward 
attempts to supervise teaching at die CJC level (7:645-47). 

A survey study sponsored by the American Council on Education 
showed that, for 128 Junior colleges, the percentages of colleges applying 
various supervisory Job factors for promotion, salary, and tenure were 
classroom teaching 98.2?, personal attributes 69.22, length of service in 
rank 63 32, student advising 42.5$, campus committee work 41.52, activity 
in professional societies 18.32, public service 15.72, supervision of honors 
program 4.32, outside consulting 4.02, competing job offers 3.1?, research 
and publication 1.02 each (13.361-75,216:11-13). 

In determining the frequency with which the various sources of eval- 
uative information were used in the junior colleges, the following percent- 
ages were found: dean evaluation (82.72), chairman evaluation (65.8%), 
class visits (42.22), course syllabi and exams (37.02), informal student 
opinions (29.22), grade distributions (30.62), colleagues’ opinions 

(29.22) , long-term, follow-up of students (26.12), self-evaluation or re- 
port (22.32), student examination performance (21.62), systematic stu- 
dents ratings (16.12), committee evaluation (15.72), alumni opinions 

(8.22) , enrollment in elective courses (6.82), scholarly research and pub- 
lication (4.22). 

Kelley’s study revealed administrative and supervisory views and 
policies in three areas: the conditions of instruction, the evaluation of in- 
struction, and the improvement of instruction. Criteria were selected for 
survey purposes only after they passed the test of consensus in literature 
written by authorities across the nation. The survey to determine status 
and use of the criteria covered virtually all of the California junior col- 
leges (201). 

Prevalent conditions favorable for instruction existed only partially 
in some institutions; those criteria which were agreeable to the chief ad- 
ministrators and deans of instruction in at least 50 percent of the colleges 
were these; 
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All instructors teaching subjects they like 
All instructors teaching less than 23 class hours per week 
An equated class load satisfying to both faculty and administration 
Democratic formulation of policies affecting the roles of instructors 
and administrators 

Croup and personal orientation given at least annually to all instruc- 
tors 

Faculty handbooks and other printed aids given to all instructors 
Salaries competitive with other nearby colleges 
Sabbatical leaves for all qualified instructors 

Open and direct communication fines between teachers and adminis- 
trators 

Recognition and existence of academic freedom 
Off-campus faculty freedom without fear of college punishment or 
dismissal 

Permission and encouragement in classroom experimentation 
Faculty promotion within the college when members are equal to or 
better than outside candidates 

Sanitary, safe, and satisfying building facilities 

Committee and extra assignments unburdensome 

Faculty choice of committees or extra assignments 

Faculty commended for their accomplishments 

Textbooks and other aids selected by instructors 

Convenient and adequate audio-visual aids 

Ample budgets for instructors’ needs 

Duplicating services and clerical assistance for instructors 

Counseling support for faculty in scheduling and counseling 

Instructors’ choices in outlines, methods, and teaching philosophies 

Faculty welfare (sick leave, etc. ) as a goal of the College 

Respect of instructors' options in attending school activities 

Social functions for faculty enjoyment 

Administration's objectivity and fairness in helping solve faculty 
problems 

Cooperative and agreeable supervisory policies 
Administrative attitude of equality with rather than superiority over 
teachers 

Reasonable notice to and time for an instructor to improve himself 
before threat of dismissal 

Joint administrative-faculty committee for hiring and firing 

Valid methods of evaluation of instruction proved to be administrative 
rating scales, student ratings, alumni ratings, and self-ratings. The admin- 
istrators also believed that rating devices should be cooperatively written 
and approved, that more than one person should determine evaluation 
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results, that those who rate teachers should see the teacher in classroom 
supervisory visits, that all instructors should be visited at least once a 
year, that teacher-supervisor conferences should he held after each visit, 
that observation reports should be signed by the teacher and filed, that 
instructors should also be evaluated for their school activity outside the 
classroom, that instructors’ personal traits should he considered in evalua- 
tion, that teacher-made examinations and course materials should he 
studied as a means of evaluation, and that an analysis of student grades 
should he made as an evaluation technique. 

To assist the instructor s self-improvement, the administrators gener- 
ally believed in providing the following: professional literature, a profes- 
sional section in the library, primary recognition of teaching skill rather 
than research and publication, a list of characteristics of good teaching, 
faculty meetings to inspire better teaching, demonstrations of teaching 
materials, teacher workshops, talented speakers for teacher improvement, 
advisers for probationary teachers, team teaching, attendance at profes- 
sional conferences, incentives in salary schedules, material or financial aid 
for those taking graduate training, local extension courses, leaves of ab- 
sence for improvement, encouragement of communication skills, preser- 
vation of class standards, student testing information for teacher perusal, 
easily accessible follow-up studies to teachers, and corrective help and 
guidance to teachers. 

Kelley also found that more than 80 percent of his respondents be- 
lieved in and used a moderate form of teacher supervision in contrast to 
a slight or strong form, that teaching improved considerably in most col- 
leges after the addition of a dean of instruction and a program of super- 
vision, that several administrators believed in some of the above criteria 
even though not practiced in their institutions, and that there were no 
significant differences between the views of the college presidents and 
their deans. 


How Faculty Like Teaching 

Students planning to enter junior college teaching should know how well 
faculties like working in the two-year college. Although realizing the re- 
sults would lie far from conclusive, we asked this question of our respond- 
ents. Their candid answers are merely a sample. The question was di- 
vided into two areas: in terms of the instructional areas themselves, and 
in terms of how the respondents felt the general individual faculties felt 
about CJC teaching. 

Vocational-technical teachers tended to have greater enjoyment in 
their teaching at the CJC level than did those in other teaching areas; 
speech and drama specialists tended to enjoy their work least. Of the total 
of 118 faculty, only 4 persons marked 'moderately," 45 marked "very 
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well," and 66 marked “extremely well." No person said that he enjoyed 
his teaching "not at all." Three persons did not answer the question. 

While 66 liked junior college teaching “extremely well,” only 33 felt 
their general faculties liked the level to the same extent. While 45 liked 
the level of teaching “very well," 74 felt their faculties liked the level to 
the same extent. Five persons marked “moderately” and 6 did not answer. 
Once again no one marked the "not at all" column. 

It was clearly evident that the overwhelming majority of our respond- 
ents (91 percent) enjoyed junior college teaching very well or extremely 
well. The remaining C percent either liked this Ic\el of teaching moder- 
ately or they did not answer. Undoubtedly the profession has some un- 
happy, disgruntled teachers, some of whom may be searching for other 
fields of activity, but they seem to be in the distinct minority, regardless 
of the sample taken. Many of the factors keeping teachers happy at the 
CJC level are expressed by the respondents themselves in the following 
section. 

What Faculty Like Best 

This question and the next “what faculty like least’ were open-ended. It 
was felt that free response \\ ould be better than a checklist because of the 
fact that planting the seeds of response is apt to limit responses rather 
than foster creative ones. Weighing and categorizing these responses, we 
found certain aspects to be mentioned frequently. In the following 10 
prominent areas, listed according to frequency of response, selected re- 
spondent comments arc included as illustrations: 

1. Academic and Personal Freedom: 62 responses. 

"As far as I'm concerned, two-year colleges hn\c grrater freedom for 
teachers than do high schools and senior colleges and universities; high 
school people are plagued by multitudes of nonsense duties and the 
higher institutions by pressure to publish or perish." There are fewer 
pressures here than in other levels." "In most aspects I'm my own boss." 
No one Imthcrs me; I can teach as I wish." 
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high schools.” "Challenge of taking students with poor backgrounds as far 
as possible ” "The challenge is great in teaching at this level.” "Satisfac- 
tion in helping the junior college type of student.” “Helping students at a 
critical time to find a better way of life.” 

4. Close Relationships with Students' 43 responses. 

"Intimate contact or association with students.” “Close rapport and work- 
ing relations with students.” "More attention to students in smaller col- 
leges.” 'Friendliness between students and teachers.” “Mutual respect be- 
tween faculty and students.” "Working with students who want to leam 
and who show appreciation.” “Continuously refreshing contact with stu- 
dents.” 

5. Close Relationships with Faculty: 37 responses. 

"Close relationship that is possible with fellow teachers in other depart- 
ments.” “Friendly relations with staff members.” “The faculty tends to be 
more friendly." “No intra-department frictions.” “There is a sense of fine 
cooperation among our staff members.” “I number junior college teachers 
high among my best friends." "Except for rare exceptions, we get along 
well together " 

6. Higher Level of Students (compared to high school ) : 35 responses. 
"Junior college students have better attitudes than those at the hfgh school 
level" "Because of higher level of students, we have few discipline prob- 
lems." "Students are dedicated and hungry for education in vocational- 
technical programs ” “Our students appear to be better motivated than 
the general example in the high school.” 

7. Responsive Administration: 31 responses. 

"Our open door extends right to the president’s office.” “Our administra- 
tors listen to us and endeavor to follow our recommendations when pos- 
sible." "With few exceptions we have excellent relationships with our ad- 
ministration.” "We appreciate the quality of the administration.” 

8. Feeling of Service: 25 responses. 

“I like best the feeling of being of real service to my students.” "Pride 
in the work I am doing.” "My students depend upon me, and I enjoy 
helping them achieve." “There are higher levels, but not for many techni- 
cal-vocational students. I’m their last port of call, and it is a great obliga- 
tion and a marvelous opportunity for me to send them On well prepared 
for the world of work.” 

9. Work Conditions: 22 responses. 

"Small school" "Small classes" “Good working conditions." "Lack of 
rank.” "Lack of political pressures.” "Lack of bickering for promotion.” 
"Salary." “Less complicated bureaucracy." “More time to prepare in the 
junior college." “Better hours than the high school." “Promotion Tapid." 
"Opportunities plentiful” "Opportunities for professional growth." 
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10. Junior Coliege Philosophy and Characteristics: 15 responses. 

“The 'missionary spirit’ growing from opening 'cultural' doors for the first 
time ... a student said, If I had known how much I would like that 
symphony concert, I would not have taken 21 years to get up courage to 
go to one.' ” “The junior college philosophy gi\ es impetus to career edu- 
cation for the world of work.” “New, young creative movement.” "Con- 
tinual challenge of new development— never a dull moment.’' “We are not 
bound by traditions in our state, as it is a new idea." “Basic philosophy of 
the junior college." “The junior college can experiment and innovate more 
than most levels.” “Pioneer spirit of the current junior college movement.” 

Our attempt above was to categorize answers into appropriate gen- 
eral headings, these 10 had the most frequent responses. All other answers 
seemed to categorize into areas having fewer than 5 responses. For in- 
stance, college-community relations was mentioned 3 times with answers 
like “excellent feeling of the community toward the school.” Many re- 
spondents listed more than one thing that they liked best about junior col- 
lege teaching, a fact which accounts for the total responses being more 
than the total of respondents. 

It seems to us that the respondents as a group felt keenly apprecia- 
tive of their teaching responsibilities and the free atmosphere under 
which these duties could be fulfilled. Over half of the respondents ex- 
pressed an intense liking for academic freedom as existing on their cam- 
puses. Should it be surprising that the next three items by frequency of 
response xvere emphasis upon teaching, challenge of students, and rela- 
tionships xvith students? It is expected that these items should be prized 
highly and should, in essence, be a part of the status quo in the CjfC. If 
they had not been, 94 percent of these respondents would not have an- 
swered that they liked junior college teaching very well or extremely well. 
In contrast, the next section delves into their dislikes about junior college 
teaching. 


What Faculty Like Least 

Ten of our respondents had no complaints about their work or the two- 
year college institution. “There is no least. Community college teaching 
serves a specific purpose, a bridge between high school and senior college, 
a transition from adolescence toward relative maturity." "No comment.” 
"Nothing.” ‘If I didn’t like it, I wouldn’t be teaching in a junior college." 
So went some of the comments of those who found no fault xvith the jun- 
ior college. Five others did not answer the question at all, but 103 did. 
Once again categorized into groupings according to frequency of re- 
sponses, the following list includes representative answers in quotations. 
Although there were a few isolated categories, at least 10 were prevalent. 
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1. Inadequate Working Loads, Compensations, and Aids: 52 responses. 
Salary was mentioned most frequently as an item, 26 times; items relating 
to working loads were mentioned 22 times, while aspects of facilities and 
equipment were mentioned 18 times. “The teaching load discourages in- 
dependent study, professional development, and publication" "Too many 
clock hours with students." “Salaries arc much too low compared to others 
with less education.” “Demands upon time, leaving little time for personal 
study or family.” “Too many committees.” “Too many meetings for too 
few problems.” “Too many club activities." "Facilities inadequate for P.E. 
and intramurals.” “Lack of supplies and equipment.” “Monotonous, unin- 
teresting duties apart from teaching.” “1 have too many students and too 
many classes to do the best job of which I'm capable.” 

2. Too Much Diversity and Poor Quality of Students: 40 responses. 
“Frustration of handling lower ability students.” “Failure to 'get through 
to many students." "Poor quality of majority of students." "We are ex- 
pected to teach the unteachable in many instances.” “Need for working 
with more talented students." “Students often too immature scholasti- 
cally." “Too high a percentage of students . . . louse up college transfer 
curriculum." "Tragically poor preparation students get in high school.” 
"Indifference of students toward aims and goals— their satisfaction in just 
getting by.” "Juvenile attitudes of some students.” “Students not taking 
their work seriously enough." “How to maintain standards with so many 
poor caliber of students.” “Reluctance of some students to accept two-year 
or terminal programs; many want four years because of draft and un- 
employment." 

3. Loss of Students— Limitations of Two-Year College: 34 responses. 

“Lack of graduate students— most frustrating.” “Cannot keep students 
long enough to watch and help them grow.” “Impermanence of the stu- 
dent body." "In such as band or choir, we have students only a semester 
or two, two years at most, and each year we must almost start from 
scratch." "Losing students so fast." "Students leave just when we get to 
know them.” “Students miss influence of juniors and seniors to set stand- 
ards of excellence.” “Allowing the four-year college to reap benefits of 
our work— limitations of the two-year college ” “I miss my team of last 
year.” 

4. Poor Status, Prestige, and Influence of the Junior College: 29 responses. 
"Attitudes of some four-year college people to which our students trans- 
fer." "The idea that one is less able or competent in his subject than his 
colleagues at the four-year college or university." “Does not have the uni- 
versity image." “The reactionary community (rural area) has too much 
influence over the school (low status).” “No rank among our faculty, 
while university people enjoy this extra status symbol ” “External factors 
—lack of recognition of the roll of our school in higher education." 
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5. Administrative faults (personnel, policies, attitudes): 24 responses. 

High school attitudes of the administration.’* “Prescriptive at time with 
trivialities, hut docs not apply at this institution." “Administrative failures, 
such as in registration policies." “Poor communication with the adminis- 
tration, who know Tittle of the junior college.” “Lack of voice in policy 
malting." “Weak, untrained administrators.” “Administrators who reward 
mediocrity and ignore merit in teaching.” 

6. Lack of Subject-Matter Challenges: 16 responses. 

Lack of academic stimulation that comes with conversation and working 
with active researchers and graduate students; hard to stay up-to-date 
without stimulation." 'Not challenging in respect to exploring subject area 
in depth with the students." "Getting into a rut after being in a junior 
college for 23 years." "Limited scope of subject matter." “No opportunities 
to teach higher levels in special fields of interest." “Limitation of course 
offerings.” 

7. Improper Emphasis in Curriculum: 12 responses. 

“Proriding general education of enough substance to be of value to those 
students whose education will at least formally terminate upon gradua- 
tion." "Heavy emphasis on liberal arts and academic phases and decreas- 
ing emphasis for career education and occupational programs." “Terminal 
Program does not fit into the junior college; the emphasis should be en- 
tirely on transfer education." “Remedial programs should be left to the 
high schools or adult education at the high schools.” 

8. Creeping High School Philosophy: 9 responses. 

Danger of becoming another high school or vocational school.” "Certain 
carry-overs from the days when wc were on the third floor of a high school 
building.” "We have too many influences from secondary education." “We 
are a college, not a high school, and we should act like a college.” 

9- Lack of Quality Among Faculty: 7 responses. 

“Lack of professional attitudes among our faculty." "Faculty not uni- 
formly of good quality." “Too many staff members are lazy.” “We have 
some excellent teachers, but some others should not have been hired; 
there is no excuse for hiring and keeping people who lack the professional 
attitude and dedication to excellent teaching." 

10. Junior Colleges— New and Innovative: 5 responses. 

“Frustrations of being a new college trying to find itself.” “Lack of inno- 
vations within junior colleges." “Our problems are found in every area, 
but we are new; in time we should solve them, but it is frustrating in the 
meantime." “I like least of all the rut we've gotten into. We need the ex- 
citement of new developments and innovations." 

In the above list we see that certain types of working conditions seem 
to be liked least of all by the respondents; about half of those who had 
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complaints (52 out of 103) mentioned this item. The great diversity and 
quality of student bodies bothered the respondents next; 40 people men- 
tioned this aspect. The remaining 8 items descended rapidly in terms of 
the number of people who responded in these areas. 

The two lists, what the teachers liked best and what they liked least, 
revealed more frequent responses in likes than in dislikes. It seems an 
obvious conclusion that teachers can he generally happy in their junior 
college positions and yet find some areas which “bug" them. Many of 
these areas arc involved in issues and problems discussed by the respond- 
ents in Chapter Ten. 

How Faculty Evaluate Their Institutions 

The 118 respondents evaluated selected aspects of their 22 two-year col- 
leges by marking each with a grade of A, D, C, D, or F. These grades 
meant what they normally mean in the grading of students: excellent, 
very good, average, needs improsement, very poor. Many marked the 
“unknown” column which signified that they did not know what general 
grade to apply. Several others indicated that the item did not exist as an 
aspect of their institutions. A few gave two grades. An A-B grade, for in- 
stance, was counted as two separate grades in order to arrive at an ac- 
curate average for the total frequency of grades. 

The data show that all respondents gave all 21 selected aspects a total 
average grade of approximately 2 8, slightly below a B grade Academic 
freedom was rated highest at 3.4, followed by instructors (and instruc- 
tion) at 3.12, faculty relations at 3.1, transfer education at 3.1, and faculty- 
administrative relations, terminal education (technical-vocational), and 
administrators (and administration) at 3.0. Receiving below 3.0 were all 
the others: college-community relations, general education, and counsel- 
ors (and counseling) at 2.9, faculty orientation, adult education at 2.8; 
general work conditions, committees, guidance programs and community 
service at 2.7; teaching loads at 26, salaries, faculty senate, remedial pro- 
grams, and student personnel programs at 2 5. The lowest ranked items, 
then, were graded midway between a B and C, between “very good" and 
“average.” The highest ranked item fell approximately midway between 
A and B. Although the overwhelming responses were in the C or better 
columns, 177 checks were in the “needs improvement" area, and 19 were 
in the “very poor” area. 

These findings indicate that faculty within a given college may differ 
extensively in their assessment of various aspects of their institutions. Out 
of 462 possibilities of agreement (21 institutional aspects times 22 colleges 
in the sample), agreement was found in only 12 cases where two or more 
respondents came from the same college; there was no perfect consensus 
on all 21 aspects in any case. Faculties tend to be freely independent in 
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their attitudes and opinions; their choices are not handicapped by indoc- 
trination or restriction. As professionals at the heart of the educational 
system— the teaching of students— they should be able to assess with ac- 
curacy the possible values of their institution. All the selected aspects were 
paded as slightly above average or better, and so we conclude that the 22 
institutions were functioning very well in almost all of the major areas 
where evaluation should be made. On the other hand, because of the 
rather large numbers who marked the D and F columns, we feel that some 
improvements may be in order. 

Related Studies 

Many other studies exist in respect to faculty attitudes and opinions. 
Some are on the local level, such as those at American River Junior Col- 
lege (5). When asked what type of school they would prefer for their 
children if they had graduated with a B average from high school, the 
men at this college gave their preferences in this order: junior college 
(4J percent), private college (30 percent), state university (22 percent), 
and state college (4 percent); the women selected private college (33 
percent), state university (26 percent), junior college (24 percent), 
and state college (17 percent). According to the study, these differences 
between the men and women faculty could be owing to the fact that 
fewer of the women faculty had attended the CJC or that more women 
than men were recruited from four-year college teaching. Almost two- 
thirds of the faculty were satisfied that the public generally accords pres - 
hge to junior college teaching, 66 percent of die men and 54 percent of 
•he women checking “high status.” The males were confident that the 
quality of ARJC instruction was superior to that of both the university 
and the state colleges; women tended to rate the quality as “about the 
same.” 

Clark's study at San Jose Junior College showed disagreement on all 
15 question responses dealing with the CJC (60:107). Academic teachers 
and applied teachers showed disagreements in all 15 .areas. The widest 
difference was 61 percent on the statement that the main emphasis in the 
junior college should be on vocational education; 70 percent of adminis- 
tration and only 9 percent of the academic faculty accepted the state- 
ment. The area of closest agreement was the statement that faculty rela- 
tions in the junior college arc apt to be more congenial than that found 
at four-year colleges or universities; 80 percent of the administration and 
00 percent of the academic faculty accepted the statement. 

An example of a wider sampling was Kimball's study of Michigan 
community colleges (201). Tins study showed significant contrasts be- 
tween faculty and administrative opinion regarding the community col- 
lege. Weaknesses, according to findings, were found in various areas, such 
as admission standards and the guidance program. 
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A study by Blocker and Richardson (27) covered morale in six pub- 
lic colleges and found wide variation. Morale in several categories was 
consistently low: lack of opportunities for professional advancement, poor 
salaries, heavy work loads, poor work environment, difEcult relations with 
students. 

Eckert and Stecklein found that 31 percent of those teaching in the 
junior colleges said they were very satisfied with their careers (92). 
Nearly 79 percent of those polled, however, said they were completely or 
well satisfied with their present positions in the junior college. 

In a survey of views of teachers, counselors, and administrators on se- 
lected issues in the open-door colleges. Muck (267) found strong feeling 
that adult education was relatively unimportant and that remedial educa- 
tion was accepted, but that it should be the job of the high school. There 
was strong support for the open-door admission policies. Tuition was an 
issue, as respondents' disagreements were significant at the 1 percent 
level Opinions were in general agreement on probation policies; it was 
felt (hat they should be the same for both transfer and non-transfer; stand- 
ards should be equal to those in four-year colleges, it was strongly felt. 
The prevailing opinion was that all students meeting graduation require- 
ments should be given an A.A. degree; the idea of an A.A. for transfer 
people and other diploma or degrees for terminal students was rejected 
by most respondents. In general, administrators and counselors tended to 
agree on most of the items within 18 sections of the survey, while teachers 
and administrators disagreed on 11 of these sections, signifieate at the 
1 percent level or better. 

What about the opinions of junior college teachers by university and 
senior college staffs? According to Rainey (302) who surveyed all Okla- 
homa colleges, these criticisms of junior and community college faculties 
were prevalent: research inadequate, insufficient professional writing, lack 
of training in their fields, little practical experience in their fields, not 
enough participation in professional groups, lack of background for col- 
lege teaching, insufficient depth of experience in college teaching, poor 
maintenance of high standards, insufficient professional growth. These 
were not indictments against all CJC teachers, of course, but tended to be 
areas where the professors felt general improvement was needed. 

We have seen some specific examples of faculty opinions and atti- 
tudes within our own study and a few others. These views lead directly 
into the clash on issues, problems, and solutions, which round out Chapter 
Tew awl ccropkte tbt ge new! swvey ©£ vbt asstssmerA. 



Chapter 10 


Issues, Problems, and Solutions 


Those in the college-faculty survey were asked to provide uninhibited 
comment on currently perplexing Issues and problems in the CJC and to 
offer what they consider to be possible solutions. A total of 309 comments 
listed by type were received. Eight people made no comments, while 
many people listed several Stems, 6 being tbe largest number from any 
one person. Some people who commented on issues and problems could 
offeT no solutions; 101 respondents offered comments on both problems 
and solutions, however. Altogether there were 25 pages of comments from 
the respondents when these comments were re-typed on standard typing 
sheets and double-spaced. Sample comments comprise the bulk of this 
concluding chapter on the assessment of the CJC and teaching within 
these institutions. 

Most comments categorized into ten areas: according to frequency 
they were teaching procedures, standards, and attitudes: 52 responses, 
personnel relations, organization, and communication: 45 responses; gen- 
eral working conditions: 41 responses; curriculum: 36 responses; status, 
identification, and image: 32 responses; staff abilities and growth: 24 re- 
sponses; two-year college philosophy and level: 22 responses; students: 
20 responses; counseling and advisement: 16 responses; staffing the two- 
year college: 12 responses. We follow these discussions with other com- 
ments and studies and a final conclusion to the book. 


Teaching Procedures, Standards, and Attitudes 

Dressel says, "Good teaching . . . requires not only competence in one’s 

discipline but also insight into the effect of one's instructional practices in 
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promoting both the quantity and quality of student learning. . . . Only 
by systematic study of student learning— by evaluation-can the teacher 
know his effectiveness and make such judgments as promise to increase 
it” (91:11 )• If our respondents are any indication, good teaching is a 
problem, even for experienced persons. What are some of these problems? 
Following are comments showing key areas. 

"Motivating the masses who couldn’t care less about making the most 
of their opportunity for educational excellence; many come only to say 
they attended college." 

“Standards; how do you maintain them when there are so many poor 
students?” 

"Keeping courses and labs timely, interesting, and valid.” 

"Output we’ll have — quality is the problem.” 

“How do we really meet the needs of all the students available?” 

"There is a difficulty in offering night classes without watering down 
established objectives." 

“How to prepare average students for the years ahead." 

“Level of instruction— what it should be, how hard the teacher should 
be, and what he should require." 

“There’s too much tendency to coddle the student and to protect him 
from the disciplines and demands of higher education.” 

“Lofty goals announced from the commencement platform are fre- 
quently difficult if not impossible to achieve in the classroom.” 

“Teaching students the values of study and how to study." 

"How to incorporate new methods of teaching in Jab and lecture— or 
is there a better way than lecture or lab?” 

"How do you foster good attitudes in both teaching and learning if 
certain teachers and students won’t accept them?” 

Solutions to these problems were more general than specific; they 
included such as expert teaching, small classes for more individual help, 
keep standards high, simpler grading systems, better system of academic 
motivation, homogeneous groupings, weed out some probationary stu- 
dents, conferences on good teaching, research that puts more science into 
the art of teaching. Some sample comments follow : 

“Departing from the traditional methods, taxing the imagination as 
well as the pocketbook.” 

"Concentrate on valid beginnings and allow more advanced students 
to work ahead of others; go os far as possible without ignoring the basics.” 

“Poor achievers need extensive developmental center with psychia- 
trist, psychomotrist, etc.” 

“Better grouping of students would help solve the lack of motivation 
and success to help them succeed and find interest in an education.” 

“Highly qualified faculty is the key." 

“Crack down on faculty; instill in them proper attitudes for excellent 
teaching." 
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Personnel Relations, Organization, and Communication 
The second most prominent problem dealt with staff relationships, the 
organization of and communication between teachers and other staff 
members. Items: domination of one group over another; tendency of ad- 
ministration to distrust faculty integrity; some people bothered by the 
continual need for change, dogmatic attitudes of administrators; faculty 
evaluation; lack of leadership; strained faculty-administrative relations; 
unclear division of responsibilities; lack of faculty voice in policy-making; 
finding faculty agreement on certain issues; cohesive working of four ma- 
jor units— board, administration, teachers, and students; proper organiza- 
tion and channels of communication. 

“By nature, the junior college curriculum is general or liberal arts. 
This calls for a great degree of cooperative planning and working together 
to coordinate the efforts of the many departments and teachers. Misunder- 
standings occur and mistakes happen which result in difficulties and hurt 
feelings among teachers, students, and administrators. In our college this 
problem seems to be most prevalent.” 

“The organization at our school does not allow for faculty voice in 
policy-making; this situation creates poor morale and difficulties in com- 
munication and proper relationships among both faculty and adminis- 
tration.” 

“We have an infrequent change of division beads. Administrators are 
frequently absent from campus. There is insufficient staff-administrative 
communication. There is insufficient supervision of faculty. Many goof off. 
Being on their honor, many take advantage of trust." 

Some of the solutions offered by respondents are the following: 

“Simple meeting of minds to agree on basic principles, goals, roles to 
be played by faculty.” 

“Explanations of specific duties and responsibilities of personnel." 

"Need for cooperation, loyalty to the administration, to work with 
those who are better trained, to follow leadership of the quarterback,' 
for without this cooperation wrong goals will be reached. To have a suc- 
operation, everyone must pull together." 

“Improve communication and foster the feeling that career faculty 

arc professionals.” 

“Start a faculty senate to give faculty voice in policy-making." 

“Train and select administrators to make themselves available to fac- 
ulty and students." 

"Administrators must communicate trust in faculty and instill pride; 
decisions must be openly determined.” 

Secure a good workable faculty evaluation system incorporating the 
better means of communication ” 
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“In establishing curriculum, how can we remain a college and yet 
help people become adults?” 

“How do you develop a comprehensive college, one that offers sub- 
jects that meet the needs of all the students who wish to enroll?" 

“The problem of emphasis on programs— what should it be?” 

"How can the junior college programs bridge the gap between high 
school and senior colleges or universities?” 

“Presentation of a curriculum geared to all aspects of the modem 
world and present-day society with the future in mind but not forgetting 
the past.” 

“Finding curriculum and study designed for terminal students, the 
non-major, and majors in a given field." 

“Reconciliation of differences between various disciplines as to their 
relative importance and emphasis in the curriculum.” 

Samples of solutions offered are the following: 

“To protect the integrity of the established curricula, some form of 
remedial education should be essential for the non-performing students." 

“Wc need a transitional program for marginal students.” 

“To solve the problem of development of a comprehensive college, a 
course in curriculum development and an appreciation of comprehensive 
college curriculum would be in order." 

“Have a more powerful curriculum committee.” 

“Study the needs of students and the community: if there is enough 
demand, offer the additional courses.” 

“Develop and establish uniformity in community colleges insofar as 
curriculum and objectives arc concerned, yet allow certain autonomous 
features based on traditions of the loc.il college.” 

"Enlarge scope of subjects to be required or selected." 

“The policy should be changed so that branch campuses can have 
their own courses, not necessarily those required at the main campus.” 

“Constant reevaluation of course offerings." 

“Experiment with new offerings.” 

“Some system of uniformity of course offerings and requirements for 
the various fields of study in the state." 

“Curriculum problems are resolvable only within the framework of 
dialectic, the give and take of discussion ” 


Status, Identification, and Image 

Probably because of historical factors and an abundance of literature on 
the problem, many respondents were concerned about the status, identifi- 
cation, and image of the two-year colleges and of the faculty. Is the CJC 
secondary or higher education? Is it a genuinely academic institution or 
an extension of the "social activities oriented high schools which abound?" 
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One person charged the CJC with the tendency to imitate the four-year 
college. Another felt there was a problem of prestige for terminal-voca- 
tional programs. Respondents felt keenly aware of problems in the general 
subject area, as noted below; 

“Are we academic (freshmen-sophomore) or are we retarding intel- 
lectual growth (13-15th grades)?” 

"We have a bad image because too many poor teachers who can- 
not teach college level have rooted themselves in the junior colleges.” 

“The junior colleges tend to become intellectual garbage cans.” 

“Are we an easier form of college— or the first two years of college?" 

“STATUS— secondary or college?” 

“Absence of college atmosphere and common student involvement.” 

“Maintaining public relations to build better understanding and 
image." 

“The general assumption that the two-year college is inferior or sec- 
ondary to the two primary years in a senior college does not correspond 
to reality.” 

“An identification with high school curriculum, methodology, and at- 
mosphere is bad” 

“Defining the role of the junior college movement in education is a 
problem.” 

Solutions to the problem of status, identification, and image seemed 
to crystalize into these steps: (1) Establish in each state a legal descrip- 
tion which identifies the two-year college as a part of higher education, 
(2) Secure agreement and provide on each campus a true college at- 
mosphere which involves faculty, curriculum programs, student activity, 
etc., (3) Eliminate educational programs which are non-college in nature 
by giving such programs over to the authority of high schools (adult 
education or non-college vocational education), (4) Conduct extensive 
campaigns in public relations, (5) Create better understandings and rela- 
tionships with other levels of higher education, (6) Coordinate and ar- 
ticulate as much as possible with lower division programs in senioT col- 
leges and universities, and (7) Evaluate and improve continually the 
nature and aspects of the two-year college. 

Examples of comments are as follows: 

“We need to have recognition by the state department of education, 
the university board, and we need a general progressive attitude toward 
NVest Coast originated junior college movements hy East Coast states* 

"Many of the problems are inherent within the junior colleges. Mo- 
rale and lack of identification will remain in the junior college. The staff 
must adapt to this less than ideal condition." 

"Improve the junior college image through a massix e public relations 
program: concentrate upon the general public but also our critics at the 
university level.” 
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“We can eliminate our intellectual ‘garbage can’ image by eliminating 
the ‘garbage cans.’ We don’t have to keep students simply because they 
enter our ‘open doors.’ " 

“Have quality programs and faculties strictly on the college level, cut 
away people and programs that do not add to this quality. Many of our 
programs and people should be handled at the high school level or adult 
education level.” 

“A high school is not inferior to a junior college; it is merely a lower 
level of age group instruction, just as the junior college is a lower train- 
ing level than the upper division or graduate level. We must maintain the 
status of lower division instruction and, at the same time, educate society 
as to our many assets and contributions to the general public." 

"Closer associations with higher education needed. We can do this 
legally through state laws and e\tra-legally through many coordinated 
activities within and between levels and types of higher institutions." 

Staff Abilities and Growth 

Those who selected this area as a pressing problem spoke of educating 
the faculty on the nature of the junior college, how to choose membership 
in professional organizations when there arc so many from which to se- 
lect, lack of fa cult)' understanding as to basic philosophy involving ethics 
and duties to students, whether or not it is worth the investment to go 
on for the “union card" (i.c., the doctorate), lack of sufficient academic 
background of faculty, the use of faculty misfits who are “promoted* from 
high school or “closer ted” from colleges, the difficulty of faculty to really 
understand students, the need for financial help from the institution In 
helping faculty obtain higher degrees and greater professional growth, 
trying to stay up to date amidst the often insufficient intellectual stimula- 
tion in the junior college, poor teaching abilities among stall members, 
and the general problem of continuing professional refreshment and aca- 
demic upgrading of faculty. 

Most of the solutions offered by respondents centered around the 
common, well known remedies for improving staff abilities and increasing 
their growth. Mentioned often was the thought that the hiring of good 
teachers would, in the first place, improve the measure of general staff 
ability. More careful screening of applicants, involving faculty in the 
hiring-firing process, and the use of belter supervision methods were rocn- 
SSsmet} by sacral pccp^c. CtvtsS/r toreSoity «.Wvj.*.vsw cswsc* 

should help CJC teachers understand and improve their methods, proce- 
dures, and general abilities, it was felt by some. On the job, the colleges 
must do more to provide better orientation, to provide newer equipment 
and curriculum, to encourage innovation in methods as well as better use 
of old methods, to stimulate through workshops and iastitutes, to provide 
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seminars and conferences, to keep teachers up to date by passing current 
journals across the desk instead of filing them in the library, to adopt a 
system of teacher visitation of classes, and to provide extra money or time 
off for the professional growth and improvement of teachers. These are 
the solutions offered in terms of hvo or more responses of teachers in each 
specific area. 

Many answers seemed especially significant. For instance, "Seek to 
attract and develop faculty who are needed, professional educators and 
competent scholars, who both respect and command respect from the 
professional and academic life. If teachers are only mildly committed to 
scholarship, the student can hardly get very exicted about it. The admin- 
istration can do much to develop the proper attitude in this respect and 
arrange opportunities for faculty to have seminars with outstanding peo- 
ple, as well as to do some extra study and research now and then." And 
another, “The college should hire teachers who are qualified and enjoy 
teaching particular courses when that is possible. It should hire the per- 
son who majored in sociology, for instance, or at least took several courses 
in that subject to teach that and only that. Again, this is not always pos- 
sible, but the attempt should be made whenever it is possible." 

Two-Year College Philosophy and Level 

Banked seventh as a category of responses was the problem area of 
the philosophy and level of two-year colleges. Although the problems here 
overlapped those in other ranked areas, the emphasis seemed to he placed 
upon the type of institution and basic philosophy. The open-door policy 
and admission standards were mentioned frequently. “Ihe open-door pol- 
icy creates too wide a variety of scholastic ability" and “the tendency of 
the two-year college to be all things to all people results in lack of direc- 
tion and ignorance of administrative intent" arc typical examples of com- 
ments. Seven people felt the open door philosophy is an issue, i.e., whether 
it should be retained or not, while others treated it as a system that 
needed clarifying direction and improvement. Several others found that 
the junior college level itself fostered problems such as “the lack of con- 
tinuity in getting to know students," “the rapid turnover of student bodies 
and lack of students stability',” and “difficulties in helping students grow 
when they are here so short a time.” 

Kn sritoas, srsbitifOT. »ns offered, tb/i yoiMewv of tb/t CJ/Z. fcs 
obviously the level (type) of institution cannot be changed without be- 
coming something quite different. A few people said that the two-year 
college might com ert to a four-year college as a resolution of certain prob- 
lems of college “level”; these comments might have been facetious in some 
cases. Critics of the open-door philosophy would resolve problems in this 
area simply by eliminating it in favor of selective admissions; those who 
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support the philosophy would resolve problems by Ending better means 
of administering it, by securing more careful placement of students, by 
providing different levels of courses for different levels of students, and 
by fostering better faculty understanding, acceptance, and teaching ap- 
plicable to open-door philosophies. 

Students 

"Junior college problems with students” is a category that also relates to 
such others as curriculum, teaching, and junior college philosophy; how- 
ever, this area was separated from the others when comments centered 
on the nature and characteristics of students. For example, respondents 
spoke of "the student apathy toward extra-curricular activities," "students 
coming to the junior college in order to escape the draft," “terminal stu- 
dents switching to transfer programs, and the resulting loss of credit" 
“difficulty in keeping students a second year," “grade consciousness of 
students," “lack of student direction and purpose," “students not adjust- 
ing to study and the college environment," “immaturity of students,” "lack 
of quality among students "hopeless attempt by some students to com- 
pete with better students and remain in college," "lack of drive and ambi- 
tion among students," and so on. 

Solutions were varied. Some examples follow: 

To eliminate the “draft dodgers," there must be “cessation of the 
war." 

"Keep standards high and strive for excellence so that the ‘easy’ image 
is erased; then the ‘playboys' and the “husband seekers’ and the lazy will 
know that they arc not coming to a ‘party’ school to waste the teachers' 
time and theirs." 

"Better counseling needed to help the students find themselves." 

"Club advisers should devise means to increase student participation 
in school activities." 

“All students should be required to take an orientation course or 
workshop so that their attitudes, understandings, appreciations, and ac- 
tions are improved.” 

“Drop those students who are not serious about their education, who 
do not achieve; this should keep the general quality at a higher level." 

“Careful selection of incoming freshmen should cause students to 
have more respect for the junior college and more seriousness of purpose." 

“Certain problems of student attitudes and characteristics can only 
be solved by their maturity— and expert teaching " 

Counseling and Advisement 

Classified in this area were those responses indicating criticisms of coun- 
selors and counseling programs and procedures. The teachers felt, Individ- 
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ually or with others, that students were frequently counseled into pro- 
grams or courses in which they did not belong, that students were regis- 
tered into programs or courses without the sometimes required permission 
of instructors, that there was a serious lack of proper student advisement 
in many cases, that there is some difficulty in counseling students as to 
specific college requirements for senior four-year institutions, that prob- 
lems of time and patience develop in helping to plan elaborately a pro- 
gram for a student and then basing him change his mind when all the 
work is done, that there is a lack of time to counsel students adequately, 
and that efficient and profitable counseling and advisement are difficult 
matters even for the best counselors. 

No teacher proposed the elimination of the counseling function at the 
CJC level - , on the contrary respondents would hire better counselors 
where needed, provide counselors with full-time counseling positions (no 
teaching), give counselors time to counsel by providing them with smaller 
counselor loads, have more accurate testing and measurement for place- 
ment purposes, have a special developmental center with one or more 
specialists such as a psychiatrist, have counselors follow such required 
policies as having students secure teacher permission for “permission only” 
courses, have counselors leave subject matter advisements to the teachers 
themselves, have counselors confer frequently with faculties on matters of 
common concern, and have counselors on an equal rather than superior 
status in relationship to instructors. 

Worth noting is the comment of one respondent speaking of the role 
of the counselor as an evaluator of the instructor. "Counselors arc in a 
kind of unique position in respect to teacher competence. Students tend 
to go to their counselors when conflicts develop between students and 
teachers. I would guess that m the counseling office, complain ers outnum- 
ber praisers ten to one, since a *beeF or ’gripe’ is more naturally motivat- 
ing than the lack of same. If swayed by the one-sidedness of complaints 
and nothing eke, the counselor can do a teacher great harm, especially the 
counseling dean who, by one policy, has a vote on the teacher's tenure 
or re-hiring. I am against any counselor using negatively biased student 
opinion as a basis of voting against a teacher or even using this one- 
sidedness to sway others to vote against the teacher. If anything serious 
develops in the mind of the counselor, he or she should always consult the 
teacher about the matter. In any case he or she should not be in an equal 
voting position with those supervisors who visit classrooms and know 
more accurately the strengths and weaknesses of the instructors.” 

Staffing the Two-Year College 

Hanked tenth among the responses were those speaking of the problems 
and solutions of staffing two-year colleges. Although the wording differed 
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in each case, the statement of the problem was simply the need to find 
qualified and motivated staff members. As other studies indicate year by 
year, CJC growth over the last decade has been increasing to the rate of 
fifty or more new institutions each year. Student populations among the 
older colleges increase steadily on the average. New staff members arc 
needed continuously, not only to staff the new colleges and expand older 
colleges but also to fill vacancies caused by death, retirement, or transfer 
of teachers. Some of our respondents were very much aware of the acute 
nature of the problem. 

According to a few respondents, one approach to the problem is to 
have “better salaries to attract well qualified people”; in general, to have 
more benefits and better working conditions. "Source of faculty” seemed 
to be the predominating theme of the solutions offered. In the past most 
of our CJC teachers were drawn from the high schools, but this source, 
as well as other educational sources, only creates shortages elsewhere. 
Some respondents said we should try to secure qualified people from re- 
tirement, from other professions and occupations, and from the home- 
makers— wives and mothers. Sample comments follow; 

“To attract teachers, industry should he approached to release their 
personnel, ages 50 and up, to serve as adjunct professors Jn Junior col- 
leges. This group is very large. I believe that American industry is far- 
sighted enough that this proposition can he sold to them. An arrangement 
of this sort will make the junior college the greatest institution this coun- 
try has ever developed.” 

"The United States Office of Education might prepare and publish a 
list of retired servicemen and government employees who arc qualified 
and would accept teacher appointments in junior colleges. Employing 
officers could contact them more easily through the list, which would also 
state qualifications and other needed information.” 

"What is wrong with hiring housewives and mothers who have the 
degrees, training, and time but need the specific interest of and contact 
by a local community college?” 

“We can help solve staff shortages by putting more emphasis upon 
new methods of instruction such as large group instruction with independ- 
ent study, television instruction over wide educational networks and feed- 
ing into the colleges, and programmed learning methods.” 

Other Comments and Additional Studies 

In addition to the ten ranked categories just discussed were miscellaneous 
areas having anywhere from one to five responses. Problems of articula- 
tion and coordination with other levels of education headed these other 
comments The feeling was that better working relations should be estab- 
lished between the community colleges and the higher levels, that uni- 
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versities in particular tend to dictate to the lower levels, that liaison is not 
effective in some cases. One respondent mentioned "the failure of the 
state university to recognize (and coordinate with ) the network of junior 
colleges (as in California and Michigan) so that the first two years can be 
taken in these community colleges. The university recently opened a 
branch campus within one mile of our campus." Articulation of curricu- 
lum was mentioned. Some felt that outside pressures from the com- 
munity and other groups were problems. Solutions to these and other 
miscellaneous problems were quite general, i.e., the local colleges should 
apply pressures of their own, establish proper solutions and “fight” to up- 
hold them, and rely upon themselves to evaluate and improve according 
to their goals. Other respondents, while writing of problems, could offer 
no solutions or were skeptical of the value of their answers or this survey. 

A thorough report of issues and problems facing junior college fac- 
ulty is that written by Roger H. Camson (126). In a study of opinion in 
twenty colleges across the nation, this report found problems and issues 
in the following areas, among others: (1) time to do an adequate teaching 
job, (2) need for professional refreshment, (3) proper faculty roles in 
college government, (4) concern for professional affiliations, (5) teaching 
in the junior college as a permanent career, (6) faculty relationships to 
guidance and counseling, (7) preparation for college teaching, (8) orien- 
tation of new faculty, (9) communication with department or division 
heads, (10) faculty rank problems and issues. These problems and issues 
were all identified by those participating in our own survey; thus, it seems 
that these aspects are widespread. 

In a separate report highlighting the 1965-66 study, Garrison organ- 
ized key issues and problems into four big areas ( 130) : ( 1 ) Administra- 
tion and the administrative context in which the teacher works: Teachers 
share in forming this context, including salaries, fringe benefits, facilities, 
equipment, teaching loads, chances for professional growth, flexible ad- 
ministrative set-up, etc. Predicted is more faculty militancy, strikes, bruis- 
ing confrontations revealing an administratis c inadequacy. (2) Profes- 
sional refreshment: job satisfaction, meaningful opportunities for faculty 
dialogue, specialized study, continued grow th and intellectual stimulation 
on die job. All the faculty said o\er and over again that TIME was a 
problem. (3) Problems of being new and big: huge enrollments, growth 
problems, speed, lack of clear goals and how to reach them, aims and 
goals of instruction, how to increase efficiency, die teachers part in filling 
college goals. (4) The teacher-administrator— a new breed? Promoting 
teachers to department heads and to deans, fast, before they’ve been ori- 
ented properly, die need for better training and orientation, communiea- 
tion a big problem growing from all this. 

In a conference report sponsored by Lilly Endowment with the Cen- 
ter for Study of Higher Education, certain critical issues facing America s 
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Junior colleges were determined (218). Unique facets included the exten- 
sion of higher education opportunity, localization, community centered 
programs, broad curriculum, identification of transfer potential, oppor- 
tunity for all, remedial functions, and the teaching faculty. Issues already 
resolved were the acceptance of the junior college as higher education, 
nationwide development of private and public junior colleges with com- 
prehensive and part-time programs, acceptance of the junior college 
as a teaching institution, and the concept of the public CJC as a local 
development. 

The report listed critical issues and problems as ( 1 ) who should go? 
Should there be equal opportunity for all or selective admission? (2) Ex- 
pansion of two-year junior colleges or decentralized extensions of four- 
year schools? (3) Is the vocabulary "junior, terminal, transfer" outworn? 
(4) Will attempts to define 1>e broadening or stultifying? (5) How can 
variety be provided without seeming weak? (6) Can junior college be 
oriented to students of very different abilities? (7) How can appreciation 
and understanding of academic and vocational staffs be assimilated and 
developed? (8) How can private junior colleges be strengthened and kept 
strong? (9) To what extent should there be free public junior college edu- 
cation? (10) Should there be state or local control systems? 

Solutions for staffing junior colleges arc presented by Eurich (107). 
At least seven can be noted: (1 ) pay higher salaries or have flexihle salary 
scales with merit properly rewarded, (2) build the prestige of the junior 
college, (3) have close relationship with a university (such as a coopera- 
tive internship program or cooperation in hiring university teachers on a 
part-time basis), (4) secure university programs for the training of junior 
college teachers, (5) organize cooperative curricular programs among 
groups of junior colleges, (6) recruit retired faculty members, (7) utilize 
part-time people to fill the staffing needs. 

Year-round operation seems to be an issue in many states. California, 
for instance, started in the late 60’s a conversion from the semester to the 
quarter system for its state colleges and state university. Although many 
faculties arc divided on the conversion plan, the general feeling is that 
the quarter system may solve more problems than it creates. Junior col- 
leges in the state have been somewhat reluctant to follow the trend. 
Nevertheless, they are moving slowly in that direction. 

A study by Cope provides some information on year-round operation 
(77). He wrote that this operation is relatively new, although the Uni- 
versity of Chicago had a four-term plan from its beginning, and George 
Peabody College since 1912. He described the year-round plan at Chicago 
City Junior College and provided comparisons of systems. Seventy junior 
colleges in the country were reported to have operated under year-round 
plans in 1963-64. (At least 7 of our 22 survey colleges were on the quarter 
plan in 1967-68.) Reasons for year-round operations, said Cope, were 
pressure of mounting enrollments, the need to make best use of existing 
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facilities, the need to make better use of scarce faculty, pressures from 
state legislators to get the most out of tax dollars. 

A two-year study by the National Committee for Appraisal and De- 
velopment of Junior College Student Personnel Programs, an A.A.J.C. 
project funded by a Carnegie Corporation grant, was reported in an 
article in 1966 (301). Involved were 150 junior colleges and 600 staff 
members. It was found that three-fourths of the junior colleges in the 
country have not developed adequate student personnel programs. Coun- 
seling and guidance were inadequate in more than half the colleges. Stu- 
dent personnel programs were defined as including related functions 
designed to support the instructional program, respond to student needs, 
and foster institutional development. The program should provide orien- 
tation of students, appraisal of students, consultation with students, regu- 
lation of students, services for students, and an organizational plan for 
articulation, evaluation, and improvement. The study showed needed 
areas to be admissions, registration, and records; placement and financial 
aids, student activities, guidance and counseling; and a central adminis- 
trative unit. Critical needs and problem areas included staffing standards, 
program interpretation, leadership development, counselor preparation, 
criteria development, field consultants, career information, community 
service, and centralized coordination. 


Conclusion 

In assessing the profession of junior college teaching and some significant 
ramifications, certain issues and problems rise to the surface. Specialists 
contributing to our surrey results, supported in fact by other research, 
determined crucial issues and problem areas to be generally the following; 

1. What teaching procedures, standards, and attitudes should be em- 
ployed to best fit the needs of a variety of students in the trvo-year col- 
lege? Once proper goals are discovered, how can they be best achieved? 

2. How can personal relations, organization, and communication be 
improved to effect a smooth functioning operation? How can staff mem- 
bers cooperate and agree when issues arise, what is the best method of 
organizing college roles and functions, and how can clear and effective 
communication be established? 

3. How can general working conditions (salaries, teaching schedules, 
administrative policies, and so on) be improved? If progress is to be made 
in this area, where can we find the necessary money, time, and adminis- 
trative approval? 

4. What type of curriculum and educational programs should we 
have in the two-year college? How comprehensive or narrow can we be 
in programs and courses, and what are the best methods in developing 
these? 
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5. How can we establish ourselves as a true partner in higher educa- 
tion? Can we increase status, improve identification, and create a better 
image for the public and other educational levels? 

6. What can be done about improving staff abilities and increasing 
our professional growth and refreshment? How can we “weed out” poor 
teachers and administrators and enhance the development of those who 
arc capable? 

7. How can we eliminate problems inherent within the two-year col- 
lege level and rectify or minimize certain defects in the philosophy at this 
level? Should we, for instance, have an open-door policy, or is there a 
better approach? 

8. Apart from teaching and counseling, arc there other ways to de- 
velop student goals, purposes, and attitudes? How can student identifica- 
tion with the college, participation in student government, and motivation 
in social relationships best be developed? 

9. Can counseling and advisement personnel and procedures be im- 
proved? What changes can or should be made and what methods should 
be employed for these changes? 

10. Where can we find qualified personnel to staff new colleges, fill 
new positions and vacancies? Should wc continue to hire unqualified 
people, or arc there new learning approaches which can make present 
faculties adequate? 

Tlie above list embraces both issues and problems and a distinction 
should be made between these two categories. An issue has developed 
when two or more people disagree on a point. Wc found our respondents 
disagreeing chiefly in these areas: curriculum goals, scope and type of 
programs, open-door policy, teaching procedures, status of the junior col- 
lege, attitudes of students and staff, levels of instruction, and values of 
aspects of administrative policy and operation. While an issue is certainly 
a problem, there arc those problems which are not issues. Our respond- 
ents found agreements on problems in chiefly these areas: maintaining 
standards, filling needs of all students, transient nature of student body, 
motivation of learning, lack of qualified teachers, professional growth 
and development, specific working conditions, status and identification. 

A summary of faculty attitudes and opinions, of issues and problems 
leads clearly to what faculty want. What do faculty want? Our survey 
and studies show they want better or improved (1) salaries, (2) teaching 
loads, (3) free time, (4) working relations with administration and staff, 
(5) lines of communication. (0) standards of teaching and learning, (7) 
Student follow-up results, (8) counseling and student placement, (9) 
status and prestige, (10) faculty orientation, (11) opportunities for pro- 
fessional growth, (12) public relations, (13) administratis c leadership, 
(14) quality among the staff, (15) financing, (16) cooperation among 
staff, (17) articulation and coordination within and between levels, (18) 
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attitudes among students and teachers, (19) methods of teacher evalua- 
tion, (20) methods of staffing, (21) agreement on philosophy, goals, pur- 
poses, and functions, (22) continuity of learning, (23) faculty voice in 
college government, (24) freedom from unnecessary pressures, (25) fac- 
ulty fringe benefits. 

What usually happens when a group of teachers do not get what they 
want? Let’s name the possibilities: they can do nothing but “gripe" to 
themselves or colleagues, they can apply pressure on the administration, 
they can go to the board of trustees, they can go to the public, they can 
solicit the help of a professional association, they can solicit the help of 
legal agencies, they can solicit the help of a labor organization, they can 
refuse to follow certain rules or comply with certain duties, or they can 
resign in protest, violently or unobtrusively. 

Aside from resignation or failure to fulfill job obligations, perhaps 
the most extreme method of fighting for professional rights and improve- 
ments is the use of the labor organization practice of strike. Wc make no 
claims for or against this method, but, as a matter of information, vve refer 
you to the strike of tlic Chicago City College teachers. One of the rare 
and most recent strikes by CJC teachers, this strike occurred twice, late 
in 1960 and in January, 1967. An article by Swenson and Novar shows the 
issues and events leading to the strike, the results, and the lesson learned 
(351). 

Called "the largest faculty strike in the history of American junior 
colleges," the event included eight campuses of Chicago City College, “a 
fifty year-old public junior college." The strike was called by the Cook 
County College Teachers Union, Local IGOO of the American Federation 
of Teachers, AFL-CIO, and involved COO of the systems 6S4 Instructors 
in picket lines. The strike virtually closed the colleges. The teachers finally 
received just about what they wanted: 12-13 hour course load, class size 
limitations of 25 in English and speech and 35 in other courses, a $500 
salary increase raising minimum to $G,900 and potential maximum to 
$17,400, paid major health plan, sabbatical leave policy at one-half basfc 
salary for two semesters or full salary for one semester, indefinite accumu- 
lation of sick leas c at rate of one day per month, including summers, av cr- 
«ge pay amounting to 10 percent of unused sick leave at retirement or 
death, assurances that the academic calendar would be reduced to no 
more than 3S weeks, and a tax-sheltered annuity program. 

SaVA Vne manors, "... CCC wVA V*r \W Smlk rroqur Vwo-yictr txftrgc 
in the nation to achieve the breakthrough to a 12-hour load"; and the 
major lessons were “that the faculty's demand for a major voice In the 
determination of their working conditions can no longer !>c Ignored, that 
teachers are prepared to join a union and to strike if no oilier alternative 
Is available to insure improvement In their working conditions and qual- 
ity education for their students, and tlut junior college boards and nd- 
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ministrations must recognize their obligation to communicate directly 
with elected representatives of the faculty rather than depend on outside 
Intermediaries with no vested interest in the welfare of the Junior college ; 
it was concluded that The nwd to a peaceful resolution of differences 
with n faculty is to recognize the elected bargaining agent of the factdty, 
and to Ixtrgain in good faith with (hat elected representative. Crises can 
he avoided only if the junior college hoards and administrations accord 
the faculty union the status, respect, and dignity reserved for an organiza- 
tion which has become a permanent mrmlxT of the Junior college com- 
munity'' (351:22). 

In revealing an example of the success ©{ one stclle, a relatively new 
method of protest among teachers, we should lx? mindful of numerous 
improvements of the teacher’* lot obtained by professional group nego- 
tiations with boards and administrations. Tremendous gains have Ix-cn 
made through peaceful conferences, and future gains will continue to 
be made through the non-strike methods of professional associations and 
through local colleges striv ing to settle their own problems. The point is 
that CJC teaching Is no *b«! of roses" throughout a career. Crises will 
develop, and you. the new mcmlier of this unique society of teachers, vs ill 
find yourself embroiled with tlie Issues, problems, and solutions. Your 
own answers will have to be on amalgam composed of your own best in- 
terests, combined with what seem to be the best interests of the students, 
the community, the profession, and the college. 

As a community college instructor, you will find in the coming years 
ctoser identification with higher education, greater prevttge through such 
policies as academic ranlc, greater voice in government with such organi- 
zations as academic senates, clearer structures of academic freedom, com- 
bined direction of state and local control, increased federal assistance, 
probable increases or establishments of tuitions and fees, increased re- 
search and development, computer usage, ami increased opportunities for 
teaching innovations. 

You will find new developments or trends in the establishment of 
a national academy for junior colleges, a national placement agency, 
the development of a “teaching doctorate" for junior college teachers, 
the establishment of teacher assistants in every classroom (ns stated in 
the President's education message to Congress in 1907). a national ed- 
ucational rceareh information center (ERIC) for pooling and sharing 
local educational research, a regional library system for community 
colleges, exchange programs and personnel between industry and com- 
munity colleges, diversion of lower division students almost totally 
to the community colleges, increasing numbers of lower-standing high 
school graduates entering the community colleges, establishment of more 
residential operations for public community colleges (particularly those 
in outlying areas), increase of state laws for CJC teacher benefits, and the 



Issues, Problems, and Solutions 217 


development of national norms and tests for student performance in vari- 
ous subject areas. Despite all these changes there will remain some diffi- 
culties which seem to be timeless. 

Alfred North Whitehead said it best: “The difficulty is just this: the 
apprehension of general ideas, intellectual habits of mind, and pleasurable 
interest in mental achievement can be evoked by no form of words, how- 
ever accurately adjusted. All practical teachers know that education is a 
patient process of the mastery of details, minute by minute, hour by hour, 
day by day. There is no royal road to learning through an airy path of 
brilliant generalizations. There is a proverb about the difficulty of seeing 
the wood because of the trees. That difficulty is exactly the point which 
1 am enforcing. The problem of education is to make the pupil see the 
wood by means of the trees" (390:18). 

live “trees" are rather obvious: the setting— development and status, 
benefits, employment needs, instructional areas: the assignment-academic 
and professional duties and functions, philosophy and application of the 
art of instruction; and the assessment — faculty attitudes and opinions, 
issues and problems. The “wood’ may be less obvious. Nevertheless, you 
have started and finished a journey in reading; the most important jour- 
ney lies ahead-your career in two-year colleges. Tin's career may not be 
all that this book leads you to expect, for two-year colleges, like any 
institution of life, have their stalemates and frustrations. We can hope 
only that you have gained a measure of understanding and guidance as 
you continue omvard into the reabties of teaching in the community 
junior college. 
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State Exhibits 


This appendix reports the findings of our national survey of all states and 
major territories for the school year 1967-68. Though the facts change, the 
status for this lime is worth recording. The respondents for the survey are 
identified with each exhibit. For your convenience the findings are only 
briefly noted. For supplemental information, peruse such publications as Amer- 
ican Junior Colleges and The Junior College Directory. Summarized first arc 
general findings, followed by the stale entries. 

1. Two-year colleges, including branches of colleges and universities, 
were in all 50 states, 2 territories, and the District of Columbia; there were 
no two-year colleges in Cuam and the Virgin Islands. Nevada added its first 
community junior college in 1967, the last state to do so. 

2. Reported were 993 two-year colleges of all types; tliese included 694 
public and 304 private institutions. Public segments were in 48 states, tite 
Canal Zone, and Puetto RicO. while none existed in Maine, South Dakota, Dis- 
trict of Columbia, Cuam, and the Virgin Islands. Private segments were in 42 
states, Puerto Rico, and the District of Columbia, while none existed in Ari- 
zona, Colorado, Montana, Nevada, New Mexico, Utah, Washington, Wyoming, 
Canal Zone, Cuam, and the Virgin Islands. Tliese totals include all accredited 
and non-aecredited colleges reported by respondents. 

3. Eighty-seven sclools were In planning stages, most slated for opening 
during the fall of 1969. About half of the states and territories opened new 
colleges during the previous year, and 24 planned new openings for 1969 and 
1970. Planning 5 or more new colleges were Arizona, California, Connecticut, 
Illinois, New York, Pennsylvania, and Texas. 

4. Thirty states (including Puerto Rico) lad 10 or more colleges in op- 
eration; leading tlie group were tlie "big five" states having 5G or more 
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campuses: California (87), New York (64), Texas (60), Pennsylvania (59), 
and Illinois (54). (Although many campuses were joined under one district 
administration or board, each was counted separately in the totals in each 
state or territory.) 

5. Ten states reported founding dates of current two-year colleges (all 
private) before 1900; these were Georgia, Indiana, Maryland, Michigan, Mis- 
souri, New York, North Carolina, Oklahoma, South Carolina, and Texas. Some 
of these schools and many others were originally college preparatory acad- 
emies, but most did not convert to college status until after 1900. (Those re- 
ported in the 10 states had actually been colleges sometime prior to 1900.) 

6. Control of public junior colleges was reported to be under a separate 
state junior college board or community college commission in 12 states, in- 
cluding Arizona, California, Colorado, Connecticut, Florida, Illinois, Massa- 
chusetts, Michigan, Minnesota, Mississippi, Virginia, and Washington. In most 
states, control at the state level was by a state board of education and a de- 
partment of education headed by a superintendent of education. In some 
states control was exercised by a board of higher education or a board of a 
university Dr state college system. 

7. State aid of some sort was given to junior colleges in virtually all 
states, although much of this aid was limited and in most cases restricted to 
the public institutions. 

8. Tuition fees for students were reported in all states and territories for 
regular day students residing in local college districts except in the public 
junior colleges of Arizona and California; out-of-distnct tuition fees were 
charged in all cases. The highest reported tuition was $2600 a year for a pri- 
vate college, while the highest public college tuition was reportedly $600. In 
many cases the junior colleges, particularly the private segments, charged 
higher fees than those among many state colleges and universities. 

9. Student enrollment figures were incomplete, the estimate, however, 
was approximately 1,750,000 full- and part-time students for 1967-68. 

10. Faculty employment figures were incomplete; the estimate was 80,000 
full- and part-time faculty for the country as a whole 

11. Virtually all states had the same general requirement for student ad- 
mission-high school graduation— but many colleges opened their doors to non- 
graduates when they reached a certain age, usually eighteen The open-door 
policy prevailed in most cases, chiefly among the public institutions. 

12. States requinng teaching certificates or at least approval from some 
state agency were Alaska, Arizona, California, Colorado, Florida, Hawaii, Illi- 
nois. Iowa, Kansas, Missouri, Ohio, Oregon, Texas, and Washington. Certain 
states, such as Alaska, Colorado, and Texas, required approval of vocational- 
technical instructors only. A different case is Oregon, which required approval 
of all instructors (but not certification) by the state’s department of education. 
In most cases the requirements from state to state varied with the subject 
matter field or with state or federal funding requirements. 

13. The master's degree was reported to be the general requirement for 
employment in academic subject areas, but most states employed some aca- 
demic teachers with only the bachelor’s degree. Vocational-technical teachers 
were employed generally for their competence in the field, a criterion consid- 
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ered strongly in lieu of degrees. In no state was the doctorate a requirement 
for employment, although this degree was considered desirable for those teach- 
ing in two-year college branches of universities. 

14. Reported salaries ranged from approximately $5,000 to $15,000 per 
school year, usually 10 months. Averages were $8,300 for public institutions 
and approximately $7,000 for the private colleges, but both averages covered 
only about one-third of the states. 

15. Thirteen states reported laws guaranteeing various types of teacher 
benefits, and virtually all the states and territories had some form of retire- 
ment system for teachers. Tenure and certain other benefits were left generally 
to local policies in most states. 

16. More than one-third of the states reported significant and recent 
statewide studies of some aspect of the junior colleges. Most of the studies 
dealt with status data and projections for future growth and development. 

17. Reported trends dealt chiefly with sudden increases in the number of 
public junior college campuses. Some states had extensive reorganizations of 
administrative systems. Both California and Colorado reported new state 
boards for community colleges. Florida expanded its county area junior col- 
leges. Georgia found sudden new growth during the decade. New colleges, 
curricula, and services were developing in Illinois. Iowa saw a complete 
change to area community colleges and vocational-technical schools. The 1965 
Kansas legislature established an ultimate system for a projected 21 com- 
munity colleges. Maryland developed a study projected through 1975. Michi- 
gan and Minnesota increased and improved their systems. Mississippi divided 
»nto junior college districts, with long range plans for the creation of college 
centers. Missouri reported a serious faculty shortage owing to its rapid de- 
velopment of colleges. New Jersey developed rapidly within the decade with 
a system of county community colleges. New York continued to expand and 
increase its campuses, while North Carolina improved financial support for its 
public segments. A master plan for state policy was prepared by Ohio in 1966. 
In that year Virginia established a state-controlled system of comprehensive 
community colleges, and increasing activity was found in Oregon, Pennsylva- 
nia, Texas, and Washington In essence, junior college development was ex- 
tensively alive in about half of the states. 

18. State junior college associations of various sorts were reported existing 
m at least 25 states. All states and territories had agencies providing general 
information for teacher employment, but specific junior college placement 
offices existed in at least 24 states and the territories. 

Alabama 

RESPONDENT: Rudolph Davidson, Director, Division of Higher Education, 

State Department of Education, Montgomery 

Alabama reported 21 junior colleges during 1967-68, 15 public and 6 
private. The interesting fact is that 12 of the public junior colleges opened 
their doors for the first time beginning in 1965; this represented a tremendous, 
sudden growth. These public institutions were regulated by the Alabama State 
Board of Education, and they were financed both by state aid and student 
tuition. The tuition was $45.00 per quarter; private college tuition varied. Ad- 
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mission to the public institutions of higher learning was by high school grad- 
uation or its equivalent. No state credentials were required for college teach- 
ing, although for the state schools a master’s degree in the subject area was 
indicated. No state minimum salary law existed. The range for junior college 
teachers was from $6,930 to $11,220 No state law existed for tenure, sick 
leave, sabbatical leaves, and insurance, but the State Board of Education had 
established policies regarding these and other benefits. Retirement was through 
a state plan which was in addition to Social Security. Accreditation was by the 
Southern Association. Studies of benefits to junior colleges included a long 
range plan for education in Alabama, a study of the state department of edu- 
cation and a study on university education. The state organization is the 
Alabama Association of Junior Colleges. 


Alaska 

RESPONDENT! Fred Koschmann, Resident Director, Juneau-Douglas Com- 
munity Colleges, Juneau 

Alaska had seven junior colleges in the fall of 1967-63 with no immediate 
plans for additional institutions. Six of the colleges were operated and con- 
trolled by the University of Alaska, and one was private. The public j'unior 
colleges were financed by tuition and allotments of money from the state legis- 
lature. Tuition ranged from $100 per semester for residents to $150 per se- 
mester for non-residents. Admission to the junior colleges was based upon 
high school graduation. Although teachers should have a master’s degree 
in the subject taught, no teaching credentials were required, except for vo- 
cational and technical courses financed by the state. Salaries ranged up- 
ward from $6,300. Teachers could receive tenure after two years if ad- 
vancement was made to assistant professor. Sabbatical leaves were given 
after 5 years. Retirement was under the state retirement system. No trends 
or studies were noted. Accrediting was by the Northwest Association. There 
was no stale association for junior colleges, For information and apphcations 
for the public colleges, write to Dean of Statewide Services, University of 
Alaska, College, Alaska. 

Arizona 

RESPONDENT: John T. Condon, Executive Director, Arizona State Board of 

Directors for Junior Colleges, Phoenix 

Six junior colleges were reported to be operating during 1967-68; all 6 
were under public control. Plans included 5 others. The Arizona State Board 
of Directors, established in I960, regulated and coordinated the colleges; the 
regional accrediting agency was the North Central Association. The state pro- 
vided substantial funds for both operation and capital outlay, the remainder of 
cost coming from the local district. County residents were not changed tuition; 
out-of-state students were charged from $600 to $680 per year. Admission 
policies were described as ‘“open-door.” Non-high-school graduates nineteen 
years of age or older were admitted on a probationary status according to 
C.E.D. tests. Teaching credentials were issued and required by the state. A 
master’s degree of 60 semester hours beyond the baccalaureate degree and 
two years of teaching experience in high school or college or directed teaching 
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were required. Teachers had to take a course in educational psychology, so- 
ciology, or philosophy, and one covering the scope and objectives of the junior 
college. Forty semester hours were required for a major. A one-year occupa- 
tional credential was issued to cover technical fields; applicants with a degree 
or five years experience were limited to teaching in the field of their recognized 
skills. There was no state minimum salary law for junior college teachers; the 
reported range was $6,000-$12,000. The state had no tenure law. Retirement 
was with the Arizona State Retirement system, while other benefits were 
determined by local colleges. The only two-year college organization was the 
Arizona Junior College Athletic Association. For credentials, write to the 
Arizona State Board of Directors for Junior Colleges, State Office Building 
East, Room 201, Phoenix 85007. For placement services, write to the Arizona 
State Employment Office, 207 East McDowell Road, Phoenix, or the Arizona 
Education Association, 2102 W. Indian School Road, Phoenix. 

Arkansas 

RESPONDENT: II. E. Williams, President, Southern Baptist College, Walnut 

Ridge 

As of the fall of 1967, Arkansas had 7 two-year colleges, 3 public and 4 
private. There was no statewide board, organization, or association for junior 
colleges. Colleges were free to set up their own policies and benefits affecting 
their junior college instructors. As an example of one operation in the state, 
the respondent's college required a master's degree or its equivalent for new 
teachers. The 1967-68 beginning salary for the degree was $5,525 and for the 
doctors degree, $6,125. Among the important teacher benefits were free hous- 
ing on campus, social security, a retirement plan where the college pays at 
least 50 percent into the teacher’s account, travel allowance, $10.00 toward 
professional membership fees, scholarship assistance for additional training. life 
insurance program on which the college paid half, hospitalization on which 
the college paid half, sick leave and job security insurance, extra pay for extra 
duties, automatic pay increases and free education for dependent children of 
faculty members. 
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of insurance were available to teachers. Retirement was under the state system. 
Trends included new credential requirements, ie. a person with a masters 
degree in an academic area could teach academic subjects in a Junior college 
without any education course requirements. Accrediting was by the Western 
Association. State associations included the California Junior College Associa- 
tion and the California Junior College Faculty Association. For information 
and applications for credentials, write to Bureau of Teacher Education and 
Certification, California State Department of Education, 721 Capitol Mall, 
Sacramento, 65814. For placement sen-ices, write to the California Teachers 
Association, Burlingame 

Canal Zone 

RESPONDENT: Division of Schools, Balboa Heights 

Canal Zone College at La Boca. Canal Zone, was established as n 
part of the Canal Zone public school system operated by the Division of 
Schools. As of 1967-6S it was the only junior college in the Canal Zone. It 
offered a hvo-year program leading to an Associate of Arts degree and some 
courses which carried third year credit on transfer. The Division of Schools 
was a part of the Civil Affairs Bureau of the Canal Zone Government which 
was an agency of Ihe United States Government. The Superintendent of 
Schools reported directly to the Civil Affairs Director who in turn reported 
directly to the Governor of tlie Canal Zone. Both officials were appointed to 
their offices by Ihe Governor. There was no body of school laws nor was there 
a board of education. The scliool system, including the college, was governed 
by administrative regulations rather than by statutory enactments. Those in- 
terested in teaching in the college should write directly to: Dean, Canal Zone 
College, Box 3009, Balboa, Canal Zone. 

Colorado 

RESPONDENT: Dana Lcfstad, Assistant Director, Community College Divi- 
sion, Colorado State Board for Community Colleges and Occupational Education 

During 1967-68 Colorado was in the process of developing a plan for a 
state system of community colleges, the groundwork having been laid by the 
Colvert Study of 1963. It was inevitable, therefore, that the 1967 facts fur- 
nished by the Colorado respondent would undergo considerable change in the 
near future. In 1967-68 the state had 11 public junior college campuses. There 
were no private junior colleges. The Colorado State Board of Education was 
the state agency for these two-year colleges. Us chief function being appor- 
tionment of state funds, but the colleges recently were placed in a separate 
board. The governor signed into law in May of 1967 the Community College 
and Occupational Education Act of 1967. The law formed a new state board, 
the Colorado Board for Community Colleges and Occupational Education. As 
of July 1, 1967, the board took over the supervision of the existing junior 
college districts and all future colleges established by the assembly. The new 
board, composed of 9 members appointed by the governor, had administrative 
responsibility for the community colleges (as distinguished from the local 
junior college districts). The state took over the local tax responsibility for 
financing these colleges. Colleges joining the state system lost their local 
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boards. Local advisory committees (or college councils) appointed by the 
governor furnished liaison and made recommendations to the state board. 
There was also a statewide advisory committee to represent various facets of 
education and the economy. State assistance to the local junior college districts 
was given at the rate of $500 a year for each full time equivalent (45 quarter 
units) resident student. Some of the colleges charged no tuition for in-district 
students, while the largest fee was $200 per quarter for out-of-state students. 
To be admitted to the colleges, generally the students had to be high school 
graduates, to possess at least 15 high school units, and to take the American 
College Test Teachers were not required to be certified by the state. A 
masters degree was the general requirement by local colleges. Teacher bene- 
fits, all determined by local college districts, included tenure, sick leave, sab- 
batical leave, various insurance and retirement programs. Teacher salaries 
ranged from $6,000 to $11,000 per year; administrators received up to 
$22,000. Recent state trends included movements toward full state support of 
the colleges, increased state control, emphasis on occupational program offer- 
ings, and terminal offerings. The State Department of Education was the 
official state accrediting agency for the junior colleges. The only statewide two- 
year college association noted was the Colorado Association of Junior College 
Presidents. For assistance in employment, write to the Colorado Education 
Association, 5200 South Quebec, Englewood, Colorado 80110. 

Connecticut 

RESPONDENTS: Theodore Powell, Executive Officer, and March H. Chiles, 
Secretary, Regional Community Colleges of Connecticut, Hartford 
Two-year colleges operating in the fall of 1967 included 9 private col- 
leges, 7 state community colleges, and 4 state technical colleges for a total of 
20. Other colleges were offering both two-year and four-year programs. In the 
fall of 1968, it was planned to open an eighth st3te community college. Also 
planned was a fifth state technical college several years in the future, a total 
of eight being planned. All two-year colleges charged tuition, the State sup- 
ported institutions charging $100 a year. Admission to the state-supported 
colleges was on a first-come, first-served basis to high school graduates. Fac- 
ulty in the state institutions were under a state retirement system and received 
medical and hospital insurance coverage. Annual salaries for faculty ranged 
from a minimum of approximately $8,500 for an instructor to a maximum of 
approximately $15,000 for a professor. The public community colleges were 
governed by the State Board of Trustees for Regional Community Colleges. 
No state teaching credential was needed. Information about teaching in the 
state community colleges can be obtained from the board's office in Hartford, 

V IVfies Street, Room W5. 

Delaware 

RESPONDENTS: Robert II. Parker, President, Wesley College, Dover, Paul K. 

Weatherly, Executive Director, Delaware Technical and Community College, 

Dover 

In 1967 Delaware had 3 two-year colleges in operation, 2 private and 1 
public, Delaware Technical and Community College, with headquarters in 
Dover, had one college operating at Georgetown, a second being opened in 
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September 1968, at Wilmington. Three branches or separate locations were 
being planned. The governing body for the college was a State Board of 
Trustees appointed by the governor and confirmed by the General Assembly. 
The new college board was established in 1966. The college was financed 100 
percent by state funds plus any available federal funds. There was no state 
junior college organization and no statewide mandates relating to faculties. 
Wesley College, a private school, was a church-related institution which began 
as an academy in 1873 and became a Junior college in 1922. Wesley was 
financing its operation by private funds and tuition Students were admitted 
from approved high schools if they had the proper academic background to do 
college-level work. A master's degree in the field of teaching was required in 
most cases. Other teacher benefits included tenure after the fifth year, sick 
leave, and health insurance. Sabbatical leaves were being studied. Retirement 
was described as “half pay after thirty years of service.” The third college, 
Brandywine, was established in 1965. No state trends or studies were reported 
for the state except the creation of the new state l»ard and planned technical 
community colleges. Accreditation was by the Middle States Association. 

District of Columbia 

RESPONDENT: William A. Harper, Director of Public Relations, American 

Association of Junior Colleges, Washington, D.C. 

Five private junior colleges were operating in the District of Columbia 
during 1967. Responsible only to their own individual boards, these colleges 
established their own policies regarding students and faculty employment. 
Those who may be interested in teaching in these colleges should write di- 
rectly to the colleges. 

Florida 

RESPONDENT: James L. WaUcnbarger, Assistant State Superintendent. Com- 
munity Junior Colleges, State Department of Education, Tallahassee 

In 1967-68 Florida had 31 junior colleges; 26 public institutions and 5 
private. At least 2 other junior colleges were in the planning stage. The public 
junior colleges were county area schools coordinated by the State Junior Col- 
lege Board. Financing by the state was based upon an equalization formula. 
There was no tuition charge as such for local students; however, a matricula- 
tion fee of $75 to $125 per semester was charged Out-of-state district students 
paid a tuition fee from $10 to $75 per semester; out-of-state students paid 
from $125 to $275 per semester for tuition. Admission requirements were set 
by each college, although high school graduation or the "profit by experience" 
policy prevailed, Teachers normally needed a master's degree for academic 
subjects or had to be "qualified" for vocational teaching Requirements for state 
certification varied with the subject matter field. Salaries ranged from $4,150 
to $17,000, the latter maximum prevailing during 1966 only in Miami-Dade 
College. The 1965-1966 median was $7,690 and the mean $7,967. In addition 
to sabbaticals, benefits for teachers included tenure, sick leave, insurance pro- 
grams and retirement. A major statewide study was the Community College 
Council Report of 1957 and a Master Plan. Accrediting was set by the state 
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and the Southern Association. An organization was the Florida Association of 
Junior Colleges, Tallahassee. Experiencing tremendous growth since 1960, the 
public junior colleges were unified under the State Junior College Board for 
which the Division of Community Junior Colleges, State Department of Edu- 
cation, Tallahassee, served as staff. For general placement information write to 
the Division of Community Junior Colleges in Tallahassee. 

Georgia 

RESPONDENT: Harry S. Downs, Director of Junior College Operations, Re- 
gents of the University System of Georgia, Atlanta 

During 1967-68 Georgia had 12 established public junior colleges. Most 
were under the Board of Regents; 11 others operated under private control. 
One of the public campuses opened in 1967; others were in the planning stage, 
while some were in transition to four-year institutions. For the public junior 
colleges, the state supplied 75 percent of their funds; tuition fees accounted 
for the remaining 25 per cent. Tuition fees in the public segments amounted 
to $70 per quarter term. There was no single standard of admission, although 
standards were based upon students’ high school averages and SAT scores. 
The state did not require state teaching certification. A master’s degree in one’s 
teaching field was the general requirement for employment. There was no state 
minimum teaching salary; the average academic year salary was $8,550. The 
state provided its public junior college teachers with tenure, sick leave, insur- 
ance, and retirement; sabbatical leaves were possible but not required by the 
state. Georgia’s junior colleges were accredited by the Southern Association. 

A major recent state study was the 1964 report to the Board of Regents, 
"Regents’ Study of Community Junior Colleges in Georgia." No major trends 
were reported. Junior college teachers could join the Ceorgia Education Asso- 
ciation, although it did not maintain a placement office. The only junior col- 
lege association reported was the Ceorgia Association of Junior Colleges. 

Guam 

RESPONDENT : Department of Education, Agana 

Tins island of the Pacific, called the “Hong Kong of the Future,” lies at 
the southernmost end of a chain of islands called the Marianas and is the 
largest and most populous. No two-year college existed on the island. How- 
ever, the College of Guam School of Continuing Education ofFered programs 
and curricula leading toward the Associate in Arts degree. Write Department 
of Education, Government of Cuam, Post Office Box 157, Agana, Guam 96910. 

Hawaii 

RESPONDENTS: Richard IL Kosafci, Vice-President for Community Colleges, 
and Melvin Sakaguchi, Administrative Assistant, Honolulu 96822 
In 1966-67 Hawaii had 5 junior colleges, 4 state owned and 1 private: 
Leeward Oahu Community College, however was set to begin operations in 
1963, thus setting 6 junior colleges for 1969. The public colleges were admin- 
istered as a system by the Board of Regents, University of Hawaii. The 
Board served as a coordinating agency. Operating funds were derived from 
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state legislative appropriations and supplemental federal funds, although tui- 
tion was charged at the rate of $50, with additional lab-shop fees varying 
with programs. Accrediting was by the Western Association. Admission into 
the schools was by high school graduation or, in certain occupational programs, 
by ability to meet employment requirements. Teaching credentials were re- 
quired of teachers, a master’s degree or occupational equivalent experience 
being cited, The approsimmate salaries m the public junior colleges ranged 
from $6,171 to $1Z,63S. The teacher benefits had not been formulated at tlie 
time of this survey, although instructors did participate in the state’s retire- 
ment system plan, which colled for monthly contributions by the employee 
and state government and allowed foe clause of benefits fcom age 65 ot upon 
completion of 25 years of service or upon termination of employment at the 
agency. A recent state study was the “Feasibility of Community Colleges in 
Hawaii, 1994," by Richard H. Kosaki. No specific trends were noted. Teachers 
can write for information or applications for teaching credentials or licenses to 
Community College System, 2327 Dole Street, Honolulu, 96822. The state 
has the Hawaii Community College Association. 

Idaho 

RESPONDENT: William C. Seifrlt, Jr, Director of Educational Planning and 

Research, Boise 

Idaho had 5 junior colleges in 1967, 3 public and 2 private. The state 
anticipated no new junior colleges in the near future. The State Board of 
Education exercised nominal control over the 3 public junior colleges with 
actual, on-site control being vested in each junior college districts’ Board of 
Trustees; the private junior colleges had their own trustees. Chief financial 
support for the public junior colleges derived from district property taxes, 
liquor taxes, and nominal state appropriations. Tuition was required by law 
and ranged from $50 to $350 per semester for in-district to out-of district state 
students. Admission was by accredited high school diploma or recognized 
equivalent. Teacher qualifications were determined by the colleges and their 
(wards. There was no state minimum salary level; salary ranges were unavail- 
able; there was no statutory tenure or sick leave policy, and participation in 
the state retirement system was optional in each district. No comprehensive 
studies had been completed in regard to junior college operations to date, but 
several were under way or contemplated for the near future. Accrediting was 
by the Northwest Association. There was no State Association of junior col- 
leges, all higher education institutions participated in the Council of Presi- 
dents and Deans. For placement services, write directly to the office of the 
Dean at the respective colleges. 

Illinois 

RESPONDENT: Parmer Ewing, Director, Department of Higher Education, 

Office of Public Instruction. Springfield 

Illinois had 54 recognized junior colleges operating during 1967-68, 14 
were private and 40 public. Seven others were authorized to open in 1968-69. 
The state had a junior college board which regulated, coordinated, and super- 
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vised the colleges- The board also approved establishment and conducted 
various studies. Operation expenses for public units were financed as follows: 
50 percent from the state, student tuition not to exceed one-third of operation 
cost, and balance from local taxes. The state furnished 75 percent of capital 
expense, while the local district provided the remainder. Admission to these 
colleges was by high school graduation or by qualification for post-high school 
ages. Some teacher credentials were required, and a master’s degree with a 
major in the teaching field and/or competent training in some occupation field 
were expected. A state minimum salary law applied only to the common schools. 
In general, the range for junior college teachers was $6,OO0-$2O,OO0. Guaranteed 
by state law were tenure and sick leave of 10 days per >ear, accumulative to 
30 days. Sabbatical policies were left to the option of the colleges. Insurance 
programs were provided for teachers. Retirement was under the state plan for 
higher educational institutions. A recent statewide study was the Master Plan 
of 1964, which created a separate board for junior colleges and which provided 
for state and local districts to share the costs of education. The plan was con- 
sidered an effective one. Noted trends were expanding enrollments, new col- 
leges, and increases in curricula and services. Teachers were needed in all 
fields. Expansion in various areas made the demand for teachers greater than 
the available supply. Accreditation was by the Illinois Junior College Board, 
Springfield, and the North Central Association, Chicago. Junior colleges were 
oganized under the Illinois Junior College Association, Chicago. For informa- 
tion, write to the State Junior College Board or the Office of Public Instruc- 
tion For placement services, write to the Illinois Education Association, 100 
E. Edwards Street, Springfield. 

Indiana 

RESPONDENT: Edgar B Smith, Assistant Superintendent for Instruction Serv- 
ices, Indianapolis 

While there were no separate public junior colleges in the state, Indiana 
University and Purdue University did operate essentially two-year college 
branches; however, these extension centers sometimes offered upper division 
or graduate instruction, although tlie bulk of offerings was in the lower divi- 
sion. Control of these branches rested with the parent institutions. Three other 
institutions were clasified as junior colleges, 2 private and 1 public. The Litter, 
Vincennes University, was organized os Jefferson Academy in 1801. The first 
junior college courses were added in 1873, and the institution liccatne a junior 
college in 18S9. It received state aid and was subject to partial control by the 
governor who appointed 6 members; tbe Olliers were self-perpetuating 


RESPONDENTS: William M. Baley, Associate State Superintendent, and Wil- 
liam F. Banaghan, Area School Consultant. F! ninth of Community Colleges ami 
Aren Vocational Schools, Department of Public Instruction, Des Moines 50309 
Recent legislation has had an enormous impact on the development of 
public junior and community colleges in Iowa. Legislation passed fn 1965 pro- 
vided a structure for developing a statewide system of area community colleges 
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respondent noted "By law, community junior colleges cannot charge in excess 
of $7.00 per credit hour; in addition, the state pays the institution $2.50 tui- 
tion per credit hour.” Admission policies followed a state standard, which is 
the registration of graduates from accredited high schools or its equivalent. 
Junior college teachers were required to be certified with state credentials. 
“The 3-year junior college certificate required a master’s degree, 50 semester 
hours general education with distribution in 4 areas, and 8 hours of pressional 
education with distribution in 3 areas. A one-year certificate could be issued to 
an applicant with a baccalaureate degree and 8 hours of professional educa- 
tion. A one-year limited certificate was issued an applicant holding a bacca- 
laureate or higher degree with recommendation of the employing agency and 
approval by the State Department of Public Instruction. In addition, all in- 
structors had to meet a forty semester hour requirement in liis area of speciali- 
zation with at least 10 of the 40 at the graduate level." The state did not have 
a minimum salary law. Reported ranges were $5,200-8,200 for public junior 
colleges and $4,200-6,500 for private units (these appear to be minimum 
ranges, not maximum). Teacher benefits were determined at the local level 
rather than the state level, although retirement was regulated by a state retire- 
ment law covering all teachers. As to recent state studies, the respondent noted 
that “The Committee on Education of the Kansas Legislative Council made a 
comprehensive report of the role, function, organization, financing, and super- 
vision of public junior colleges in Kansas." This report was published and re- 
leased in October of 1964. A committee of the junior college association was 
Studying the matter of eliminating the teacher certification. There was a 
Public Community College Association. Information about the colleges can be 
secured from the Kansas Public Community Junior College Association, Rich- 
ard Mosier, President, c/o Colby Community Junior College, Colby, Kansas. 
Information about credentials can be obtained from Carl L. Heinrich, Director, 
College Accreditation Section, State Department of Public Instruction, 120 
E3st 10th, Topeka. For help in placement, write to the Kansas State Teachers 
Association, 715 West 10th Street, Topeka. 

Kentucky 

RESPONDENT-. Ted C. Gilbert. Executive Bisector. Kentucky Council on 

Public Higher Education. Frankfort 

In 1967-6S Kentucky had 18 junior colleges, 10 controlled and managed 
by the University of Kentucky's Community College System. 7 private and 1 
municipal school. Three new community colleges were planned. Financing of 
the public two-year colleges was by state appropriations and tuition, with 
some local support in site acquisition and original capital investment. Fees for 
students were the. same as for the University of Kentucky: $140 a semester 
for resident students and $410 a semester lor non-resident students. Except 
for one college, which was free to selected students, private junior college 
tuition varied from $264 to $795. Admission to schools was based generally 
Upon high school graduation from accredited secondary schools. Tlie state 
required no teaching credentials, but requirements were controlled by the 
regional accrediting agency. Southern Association. Cenerally, a master's degree 
was required. There was no state minimum salary law; current ranges of 
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salaries were not reported. A retirement system prevailed for public community 
colleges through the University of Kentucky system. The Kentucky Junior 
College Association was the institutional organization. For placement services, 
write to the individual institution or Dean, Community College System, 
Lexington. 


Louisiana 

RESPONDENT-. Norman H. Edwards, Director, Administration and Research, 
State Department of Education, Baton Rouge, 70804 

Louisiana had 5 public and 4 private junior colleges in September, 1967. 
Three of the public colleges were branches of Louisiana State University. One 
was under the jurisdiction of the Louisiana State Board of Education and one 
was under a separate board. Financing was by state appropriations, tuition or 
fees. No credential was issued for college teaching, the boards supervising the 
schools themselves setting requirements. The boards adopted minimum salary 
only for the schools under their control. Accrediting was done by the Southern 
Association of Colleges and Schools. There were no junior college associations. 

Maine 

RESPONDENTS: Edward Y. Blewett, President, Westbrook Junior College, 
Portland; 11. L V. Anderson, Director, Professional Services, State Department 
of Education, Augusta 

Maine had 2 junior colleges, Westbrook Junior College in Portland and 
Bliss College in Lewiston, both private. A study of higher education in the 
state was being made at the tune of this survey. Westbrook and Bliss set their 
own standards and policies. The New England Junior College Council served 
as a regional association for most of the New England States. Maine had no 
legislative provisions for junior colleges, public or private. The state place- 
ment office serving all teachers in the state is the State Teacher Registration 
Bureau, State Department of Education, Augusta. 

Maryland 

RESPONDENT: Harold D Reese, Assistant Director in Certification and Ac- 
creditation, Maryland State Department of Education, Baltimore 
Counting Chesapeake College, Maryland had 19 junior colleges organized 
and in existence by 1967-68, 12 of these were public and 7 were private. 
The State Board of Education coordinated and accredited tlte colleges, the 
regional agency being the Middle States Association. The public two*) ear col- 
leges were supported approximately as follows: Operation costs— one third 
state, one third local, and one third tuition and fees; capital costs— 50-50 or 
state equalization fraction (whichever is larger). For regional colleges the state 
contributed 75 percent; the other 25 percent was from local taxes. Tuition 
fees approximated $200-8300 per year for each student, The “open door" 
policy prevailed in admission of students The state did not require certificates 
from Junior college teachers, although the general requirements for teaching 
were about the same as for four-year colleges. To teach academic subjects, the 
teacher slioutd possess a master's degree with a major in the teaching field. 
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of a project’s cost Tuition fees during 1967-68 ranged from $100 to $351 per 
year, for district residents and $250 to $523 for non-residents. Admission 
standards were set by cacb college; requirements varied for vocal ional-tech* 
nica! and terminal programs, but successful high school graduation was the 
normal prerequisite for associate degree programs. The state did not have a 
community college certification requirement, although some colleges required 
a secondary school teaching certificate. A master's degree in the subject area 
taught was a normal expectation of teachers in associate degree programs. 
There was no state minimum salary law for community college teachers. Dur- 
ing 1967-68 the range of median salaries in 19 public community colleges was 
$7,500 to $9,800; the average for all schools was about $8,700. Teacher bene- 
fits (tenure, sick leave, etc.) varied with the individual institution at the dis- 
cretion of the college board; benefits tended to parallel those provided for 
secondary school teachers. Commmunity college teachers participated in the 
retirement program chosen by their boards of trustees. Those holding second- 
ary schoot teaching certificates could participate in the Public School Employ- 
ees Retirement System. Some institutions were members of the TIAA-CREF 
and used the state retirement system for their non-certified teachers and admin- 
istrative staffs. Two recent statewide studies in the community college area 
included Study of Guidance and Counseling in Michigan Junior and Com - 
munity Colleges— An Inventory and Measurement of Guidance and Counseling 
Services and Public Junior and Community Colleges Uniform Accounting 
Code. The first of these was a followup to Dr. Max Raines’ national study. 
The second study prepared a uniform accounting code which was in statewide 
use in 1907-63. Regarding significant trends affecting junior college teachers, 
the respondent wrote: ‘Tublic Act No. 379 of the Publics Acts of 1965 allows 
public employees including elementary, secondary, and junior college teachers 
to bargain collectively. Affiliates of the American Federation of Teachers and 
of the Michigan Education Association represent faculty members at Michigan 
community colleges. Regulation to bring junior and community college teachers 
under provisions of the state tenure act was not approved by the 1966 Legis- 
lature.” The state accrediting agency for two-year colleges was the Micliigan 
Commission on College Accreditation, Bureau of Higher Education, , State De- 
partment of Education, Lansing Two-year college associations included 
Michigan Council of Community College Administrators, Michigan Association 
of Junior Colleges, and Association of Michigan Community and Junior Col- 
lege Business Officials. Teachers associations and placement offices included 
the Michigan Education Association, 1216 Kendale, East Lansing, and the 
Michigan Federation of Teachers, 2011 Park Avenue, Room 815, Detroit. 

Minnesota 

RESPONDENT: Philip C. Hellaml, Chancellor, Minnesota Junior College Sys- 
tem, St Paul. 

The respondent reported 22 junior colleges operating during 1967-68; 17 
were public and 5 were private. At least two additional institutions were slated 
to open soon. The Minnesota Junior College Board was the controlling agency 
for the states public two-year colleges. Except for the University of Minnesota 
Technical Institute at Crookston, these schools were financed by state appro- 
priations and local tuition fees The tuition charge was $5 00 per quarter hour 
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credit for state residents and $8.00 for out-of-state residents. Admission was 
generally' granted to high school graduates. No state teaching certificates were 
issued. A masters degree was the general requirement for employment. There 
was no state minimum salary law affecting the junior college teachers; the In- 
dicated range was $5,300 (BA only) to $ 12,920 . Benefits included tenure after 
3 years and sick lease amounting to 10 days a year, accumulative to 100 days. 
Bctirement was with the State Teachers Retirement coordinated with Social 
Security. The regional accrediting agency was the North Central Association, 
while state accrediting was done by the Minnesota Junior College Board, Capi- 
tol Square Bldg., 500 Cerlar St., St. Paul. On matters relating to teacher employ- 
ment in the two-year colleges, tlie Minnesota Junior College Association and the 
Minnesota Junior College Faculty Association can I*e reached at the above- 
named boa rd's address. 

Mississippi 

RESPONDENT: B. L. Kill, Supervisor of Junior Colleges, Department of Edu- 
cation, Jackson 

Twenty-seven junior colleges were operating during I967-6S; 19 of these 
were public institutions. “Mississippi is now divided into districts as individual 
and separate juristic entities and bodies politic and corporate. Long range 
plans provide for centers in the districts already created. One center is planned 
for ihe immediate future." The public junior colleges were regulated by the 
Junior College Commission of the state. The law provided that each county 
in the district could levy up to 3 mills for support and 3 mills for building and 
improvement. The state appropriated a lump sum of money for distribution 
a formula basis. Tuition and fees for live biennium beginning July 1, 1966, 
amounted to approximately $100 per student. Entering students were required 
to have 16 acceptable high school units. No state credentials were needed by 
teachers, but a teacher was required to have a master's degree or its equivalent 
and had to teach in the field of his specialization. There was no state minimum 
salary law. The masters degree beginning salaries for the junior colleges 
ranged from $5,000 to $7,000 Tenure was offered to teachers. Each institu- 
tion had its own policies on such benefits as sick leave and sabbaheal leave. 
Retirement plans were available. Recent statewide studies included surveys of 
(1) vocational-technical needs and (2) the role and scope of junior colleges. 

A major trend was the increased support from the state, appropriations having 
been doubled beginning in July 1966. There was an institutional organization, 
*he Junior College Association. Accrediting of the colleges existed through the 
College Accrediting Commission, and the Southern Association of Colleges and 
Schools. For information and assistance, write to the State Department of Edu- 
cation, Junior College Office, Post Office Box 771, Jackson. For help in place- 
ment, write to Certification Department, State Department of Education, Post 
Office Box 771, Jackson, Mississippi. 

Missouri 

RESPONDENT: Fred E. Davis, Director, Junior College Education, State De- 
partmentof Education, Jefferson City 

The Missouri Handbook for Public Junior Colleges indicated 13 public 
and 8 private junior colleges for 1967-68. Two more were to be developed. 
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One private junior college was reported to be offering a four-year college pro- 
gram leading to the Bachelor of Fine Arts, and the respondent noted a total of 
8 private two-year colleges, lie commented that ’The comprehensive com- 
munity junior college is a new concept for Missouri and is developing rapidly. 
It is gaining the respect of all segments of education and government." All 
public junior colleges in the state were supervised and controlled by the State 
Board of Education. The board accredited administered state aid at the rate 
of $320 per equated student (21 semester hours per equated student), or % 
of operating (current) whichever was less, and did some regulating and coor- 
dinating The regional accrediting agency svas the North Central Association. 
Besides receiving local property lax monies, each college district set its own 
tuition and fee rates with the approval of the state board. Admission to the 
public institutions was by high school diploma or its equivalent. Junior college 
teachers had to secure teaching certificates from the Department of Educa- 
tion, and these were issued upon recommendation by the chief administrators 
of the various colleges. A master's degree or its equivalent in the subject area 
taught was required. There was no state minimum salary law for the college 
teachers. The approximate salary range in 1967 was $5,700 to $11,000. All 
teacher benefits were set by the various local boards, although retirement was 
under the Public School Retirement System of Missouri. No major recent 
studies in the state were noted. Because of new junior college growth in the 
state, there was a trend toward a serious faculty shortage. The only statewide 
junior college group noted was the Missouri Junior College Association, an 
institutional organization, recently rejuvenated to include individual Stall 
members and their participation. While offering no placement services, the 
Missouri State Teachers Association could nevertheless offer some assistance to 
new teachers in the state. 

Montana 

RESPONDENT: K. D. Smith, the Dean of Miles Community College, Miles City 

In 1967-68 Montana had 3 junior colleges with 2 others expected in the 
near future. These colleges, regulated and supervised by the State Board of 
Education, were public. The colleges charged tuition of $40 00 per quarter for 
county residents, $70 00 per quarter for out-of-county state residents, and 
$120.00 per quarter for students from other states. Financial support was 
also Riven from county and state tax funds. High school graduates with 
Rood moral character were admitted to the colleges by maldng proper 
applications, Instructional staff members were not required to have state 
teaching certificates. The normal requirement for employment in academic 
areas was a master's degree with a major in the subject to be taught. The 
state minimum saldry was $6,640 and the upper range level was $14,220, both 
figures for those ssith the master’s degree. Benefits included tenure after 3 
* .VaaV.V Asaavsmae piset, axes} sevonVy; ami 1 a sTaftr ftroefery nrrtrennrn'f 
system. Retirement was after 35 years of teaching in the state or at age 65. 
Both the State Board of Education and the Northwest Association accredited 
the 3 colleges There were no two-year college faculty associations, statewide. 
For information and/or teacher applications, write to the State Department of 
Education in Helena, or to the Montana Education Association in Helena 
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Nebraska 

RESPONDENT: Floyd A. Miller. Commissioner of Education. Nebraska State 
Department of Education, State Capitol, Lincoln. Nebraska 6S509 
In 1967-OS Nebraska lud 7 junior colleges, 6 public and 1 private. While 
the state had no Ixiard with direct jurisdiction over the junior colleges, tech- 
nically the public junior colleges were an extension of the secondary school 
and consequently under the Stale Hoard of Education. The St3te Department 
of Education did liave the responsibility for accrediting public two-year col- 
leges. New legislation required that private junior colleges had to have the 
approval of the State Hoard of Education before such an institution could be 
established. The same legislation provided for stale accreditation of private 
alleges under the leadership of the State Department of Education working 
m cooperation with university officials. Fubhc Junior colleges were governed 
locally l»y each district. Legislation permitted districts to enlarge at least to 
the county level. Local property taxes, student tuition fees, and state aid to 
•he extent of $7.50 for each credit hour enrolled by Nebraska rcsfdent stu- 
dents provided the revenue for the operation of public junior colleges, and 
tuition and gifts provided support for the private institutions. Tuition fees 
varied according to specific district diargcs per semester hour. Students were 
admitted from accredited high schools by a transcript of high school or college 
level credits. No teaching credentials were issued by the state. An accrediting 
ni e Indicated tlie requirement of a masters degree. There was no state mini- 
mum salary law for the junior colleges; the average salary was approximately 
$7,500. Teacher lxmefits were only as local districts provided for their dis- 
bict teachers. The state had one two-year college organization, the Nebraska 
Association of Junior Colleges. For information and assistance, write to Dr. 
MiRoy Ortgicscn, Assistant Commissioner for Instructional Services, State 
apartment of Education. State Capitol, Lincoln, Nebraska 68509. 

Nevada 

RESPONDENT: Bonnie M. Smotony, Secretary to the President and the Board 
of Regents, University of Nevada, Beno 

In 1967 Nevada established its first two-year college, Nevada Community 
s-o^ege at Elko, the chief means for higher education prior to this develop- 
ment being the University of Nevada. No further information was available at 
"e time of this publication. 


New Hampshire 

RESPONDENT : Everett B. Sackett, Executive Secretary, Coordinating Board 
of Advanced Education and AccreditaUon, Concord 

New Hampshire had at least five two-year colleges in 1967-63, I public 
4 private. One other was to open in 1963-69. The respondent wrote that 
Hampshire had no system of publicly supported junior college* ... A 
commission again studied the junior college situation and made reeommenda- 
, 10 ® ,0 the governor. These recommendations resulted in the introduction of a 
1 in the state legislature in the 1967 session to begin a statewide system of 
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two-year publicly supported colleges The bill was defeated because of the 
cost” Material sent by the respondent showed that the public institutions 
were controlled and supported by the state. Tuition in these schools ran from 
$300 to over $1,500 a year. Recommendations by the State Board of Educa- 
tion for the approval of junior colleges were first adopted in 1928 and later 
revised in 1947. In 1963 supervision of junior colleges, except those operated 
hy the state, was transferred to the Coordinating Board of Advanced Educa- 
tion and Accreditation. The Coordinating Board had not prescribed detailed 
qualifications for junior college teachers. Write for information to the Coordi- 
nating Board of Advanced Education and Accreditation, 66 South Street, 
Concord. N.H., 03301. 

New Jersey 

RESPONDENT! Guy V. Farrell, Director of Community and Two-Year College 

Education, Department of Education, Trenton 08625 

In 1967-68 the state had 11 private and 6 public colleges in operation. 
There was only 1 public campus until recently when the dramatic upsurge in 
public college development began. During this survey period, 14 county junior 
college districts had been approved by the State Board of Education; 9 of 
these had been established, while 7 other counties had not approved colleges. 
The anticipation is that every county will have a comprehensive community 
college along county district boundaries. The stale had a junior college associa- 
tion. Other details for lliis entry were not received in time for this publication 

New Mexico 

RESPONDENT: Stuart M. Pritchard. Lt. Colonel, USAF (Ret.). Public Rela- 
tions Officer, New Mexico Military Institute, Roswell 

During 1067-68, New Mexico reportedly had 8 two-year college cam- 
puses; 3 were branches of East New Mexico University, 3 were branches of 
New Mexico State University, 1 was an independent public college, and 1 
was a public military institute. There were no private junior colleges. The 
branch colleges were, of course, subject to control and regulation hy their 
parent universities. New Mexico Junior College, established in 196S, was the 
newest in the state; the oldest was New Mexico Military Institute, founded in 
1891 and offering the first two years of college training as early as 1915. Ac- 
creditation was hy the North Central Association, the University of New Mex- 
ico, and the New Mexico State Department of Education, depending upon the 
school. Junior college teachers were not required to be certified. A master’s 
degree was required of most teachers. Benefits included insurance, sabbatical 
leaves, social security, and state retirement plans. 

New York 

RESPONDENT: Lawrence E Cray, Chief, Two-Year College Programs, Uni- 
versity of the State of New York, Albany 

Sixty-four junior colleges were operating during 1967. Most of them listed 
were in the state’s publication, “Going to College in New York State,” The 
total inctuded 36 public and 8 private institutions. All colleges in New York 
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State were functioning under the direction of the Board of Regents of the 
University of the State of New York The board chartered (incorporated), 
accredited (registered), and granted degree powers. Some private junior col- 
leges charged from $150 to $2,000 a year. Admission policies varied; some 
colleges had the “open door" policy and others, particularly private schools, 
were very selective. No teaching credentials were required, but the master’s 
degree was normally expected except for specialized areas where experience 
could be substituted. There was no state salary law. Benefits varied from 
school to school. Retirement for public college teachers was with the New 
York State Teachers Retirement System and, in some cases, with T.I.A.A. 
Private 'schools had their own retirement plans. No recent state studies or 
trends were noted. There was a New York State Association of Junior Colleges 
but no state teachers group for junior colleges. 


North Carolina 

RESPONDENT: John II. Blackman, Administrative Assistant, Department of 

Community Colleges, Raleigh 

In 1967-68, North Carolina had 45 junior colleges and technical insti- 
tutes: 12 were public community colleges, 15 were private junior colleges, and 
18 were public technical institutes. The community colleges and technical in- 
stitutes were supervised by the State Board of Education. Regarding finances, 
the report said, “The state finances teachers’ salaries, equipment, and one half 
of building costs for community colleges up to $500,000; other colleges are 
Privately supported." Tuition charges were as follows for the public two-year 
schools; $42 per quarter for college parallel and $32 per quarter for vocationa!- 
technical students. Admission was by high school graduation and a satisfac- 
tory score on the scholastic aptttude test. Certification of teachers was not 
required by community colleges and technical institutes, but a master's degree 
for college parallel areas and equivalent training for the technical areas were 
required. There was no state minimum salary law. The salary range for com- 
munity colleges and technical institutes was $7,000 to $14,000 per school year. 
Policies were in the formative stage for community colleges insofar as teacher 
benefits were concerned. Retirement for public school teachers was under a 
state system No statewide studies or trends were noted. Accrediting of 
schools was by the Southern Association. The institutional organization was 
the Association of Junior Colleges. For information and help in placement, 
"'rite to the Director, Department of Community Colleges, Education Build- 

Raleigh, North Carolina 27 602. 

North Dakota 

RESPONDENT: Kenneth E. Raschle, Commissioner, State Board of Higher 

Education, State Capitol, Bismarck 

Five public and 2 private two-year colleges were reported to be operating 
in 1967-63; 2 of the public were state regulated and supported by the Board 
of Higher Education, and 3 were supported by local districts. Two of these 3 
W'ere controlled, as far as program is concerned, by local boards. The third, 
WilBston Center was controlled by the University of North Dakota. For the 
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state two-year colleges, financing came from the general fund of the state and 
from student fees. Local districts received money from the general fund in the 
amount of $450 per student. Tuition for the state institutions was $210 for 
residents and $534 for non-residents. Local district tuition varied according to 
the place of residence within and without the state. Admission was granted to 
all qualified high school graduates within the state. No teaching certification 
was required, although state junior colleges had the same requirements for 
employment as had the four-year colleges. Local districts set their own 
standards for employment of teachers. In general, a bachelor's degree was 
expected and a master’s degree desired. There was no minimum salary law; 
ranges of salaries were not reported. For the state schools, regulations existed 
for the granting of tenure, sick leave, and sabbatical leave. A hospital and 
surgical plan was provided. Retirement was under T.I.A.A. on a 5 to 5 match- 
ing basis. A master plan was in progress which would include all junior col- 
leges in some phases. Accrediting was by the North Central Association; an- 
nual evaluation of all junior colleges receiving state aid was by a State 
Evaluation Committee. For information and assistance, write to the State Board 
of Higher Education or the North Dakota Education Association, Bismarck. 


Ohio 

RESPONDENTS: James Furman, Executive Officer, and Jo-Ellen Brown, Sec- 
retary, Ohio Board of Regents, Columbus 43215 

In 1907-68 Ohio had 12 two-year colleges, including 4 community col- 
leges, 4 technical institutes, and 4 private junior colleges; in addition there 
were 15 university branches which were listed as part of the Ohio public two- 
year colleges. The Ohio Board of Regents planned and coordinated the public 
campuses, which obtained operating funds from the state, the local district, 
and tuition fees. The general admission standard was a high school diploma. 
"All teachers are required to base a state teaching certificate, which is granted 
by the State Department of Education." The board did not specify degree 
requirements, these policies being left to the discretion of the individual col- 
lege. Teachers were covered by the State Teachers Retirement System and 
allotted sick leave. The most recent state study prepared by the Ohio Board 
of Regents was the Master Plan for State Policy in Higher Education, pub- 
lished in June 1960. Accreditation of all Ohio colleges and universities was 
handled through the North Central Association. No statewide junior college 
association was indicated. 
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from direct state appropriations and from student fees; the 5 municipal col- 
leges were supported by local school districts and student fees. The state- 
supported colleges charged a general fee of S5.30 per semester credit hour, 
plus an activity fee; admission was granted to accredited high school grad- 
uates, who had to take the American College Test. No teaching credentials or 
specific degrees were required by the state, although the recommendation was 
a master s degree. There was no state minimum salary law for colleges. Salaries 
in the state junior colleges averaged between $6,550 and slightly over $7,200 
per year during the 1966-67 school year; the average 9-10 month salary was 
$7,055. Teacher benefits varied by institution. Regarding retirement, the re- 
spondent noted, "State supported teachers are eligible under the Oklahoma 
Teacher Retirement Law (plus social security and supplement) to one half 
salary of last 5 years." Recent studies included a series of reports, "Self-Study 
of Higher Education in Oklahoma," continuing since 1962. No speciBc trends 
were noted, but there were several recommendations growing out of the self- 
study reports. An institutional association was established in 1966. For help in 
placement, write to Oklahoma Education Association, 323 E. Madison, Okla- 
homa City. 

Oregon 

RESPONDENT: Robert O. Hatton, Assistant Superintendent, Division of Com- 
munity Colleges and Vocational Education, Salem 

In 1967-68, Oregon had 12 public community colleges and three private 
two-year colleges. In 1968 the 1 two-year technical institute was to become 
a four-year college. The State Board of Education regulated some aspects and 
coordinated and supervised other aspects of community college operation. The 
state furnished financial aid to the public community colleges at the rate of 
$575 per FTE for the first 400, $475 FTE for the next 300, and $433 per 
FTE for the remaining. Vocational FTE supplementary aid was at the rate of 
$180 per FTE for the first 200 and $110 per FTE for all remaining. Capital 
support was computed on a rather involved formula which could provide up 
to 65 percent of the cost of capital construction. The state average had been 
51 percent, however, for all projects to date. By law, the public community 
colleges had to admit students who were high school graduates or, in the 
opinion of the institution, could benefit from the educational program offered. 
Teaching certificates were not issued by the state for the community college 
instructors, although the state did require certain standards for employment 
of teachers. For transfer education, a master's degree in the teaching field was 
indicated; for vocational teachers, the requirement was the bachelor's degree 
in a specialty and/or adequate work experience in the specialty. There was 
no state minimum salary law for junior college teachers. The current range 
for the community college was $6,000 to $13,500. Benefits varied from col- 
lege to college. There were no statewide laws for such benefits as tenure and 
sick leave. Retirement was in the State Public Employees Retirement System. 
The most recent state study was "Education Beyond the High School: A Pro- 
jection for Oregon” (October 1966). Trends included an increased rate of 
reimbursement for vocational-technical programs and a teacher negotiation 
law. Accrediting was by the Northwest Association. The state had a group 
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called the Oregon Community College Association. For information, write to 
the State Department of Education, Division of Community Colleges and 
Vocational Education, Salem, Oregon 97310. For placement services, write to 
Oregon Education Association, Portland. 


Pennsylvania 

RESPONDENT: Louis H. Bender, Director, Bureau of Community Colleges, 

Department of Public Instruction, Harrisburg 

Fifty-nine two-year colleges were reported for Pennsylvania in 1967-6S. 
Ten more were being planned. Seventeen of the colleges were church-related 
Or independent, 11 were public community colleges, and 31 were campus 
centers operated by various four-year colleges and universities. The State De- 
partment of Public Instruction, Bureau of Community Colleges, regulated the 
public community colleges. These schools were financed as follows: for operat- 
ing funds, one third each from state, student fees, and local districts; for capi- 
tal funds, 50 percent from the state and 50 percent from local districts. 
Tuition fees in these same schools were approximately $300 per year. Admis- 
sion was by high school graduation with selective entrance into specific 
curricula. The state did not issue junior college teaching credentials. For em- 
ployment, a master's degree was required generally, with less than the master's 
for certain occupational programs. There was no state minimum salary law for 
these teachers. Salaries started at about $6,000 per year. There were no uni- 
form policies for teacher benefits. Retirement could be under the Public School 
Employee System or any approved private plan. A recent statewide study of 
junior colleges was the "Ralph R. Field’s Study 1965." No specific trends were 
indicated. Accrediting was by the Middle States Association. Information for 
the state's two-year colleges may be obtained from the Pennsylvania Associa- 
tion of Junior Colleges. Additional help may be obtained from the Bureau of 
Community Colleges, State Department of Public Instruction, Box 911, Har- 
risburg, 17126. 
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years of satisfactory service. Sick leave amounted to 18 days per year in the 
public colleges, while sabbaticals were available at full salary for 1 year. The 
government provided teacher insurance. Humacao, Arecibo, and Cayey teach- 
ers were under the University Retirement System and could apply for scholar- 
ship grants for further studies. A recent state study was the "Report to the 
ouncil of Education on Junior Colleges,” a plan to establish a system of 
junior colleges in Puerto Rico. Trends thus included expansion plans for junior 
oo leges throughout the island. Accrediting was by the Council of Higher Edu- 
cation, and the Middle States Association in which the Commonwealth of 
Puerto Rico was located. There were no two-year college associations in the 
Commonwealth. For information or placement, write to Office of the President, 
niversity of Puerto Rico, Rio Piedras, Puerto Rico (or) Office of the Director, 
Puerto Rico Junior College, Rio Piedras (or) Office of the Chancellor, Catholic 
^niversity, Ponce (or) Office of the President. Inter-American University, San 


Rhode Island 

RESPONDENTS: State Department of Education, Providence; and William F. 
Flanagan, President, Rhode Island Junior College, Providence 
In 1967-68 there were 3 two-year colleges in Rhode Island; 2 were 
private non-church schools and 1 was owned by the state The latter institu- 
h 0I> k kl an( l Junior College, was regulated, coordinated, and supervised 
y the Board of Trustees of State Colleges. The state appropriated about 75 
Percent to Its junior college while student fees accounted for the remaining 
“ sl ° f operation. Tuition included $200 as a general fee and $20 as an activ- 
t f 66 ^ t ^ riissiorl was by high school diploma and a potential for success. No 
a e teaching credential for college teachers was indicated by the respondent, 
a bachelor's degree was expected and a master’s degree desired. A mini- 
mum salary of $7,000 had been established fay the Board of Trustees, and 
?? . es ran Ecd to $15,000 according to faculty rank. Faculty benefits included 
g C , eave > insurance, state retirement or TIAA, Blue Cross and Physicians 
(vice, major medical coverage at group rates, and waiver of fees for full- 
Rhnlt 3CU ' ty an< * l e 8 a l dependents at Institutions (University of Rhode Island, 
e Island College, and Rhode Island Junior College) under the jurisdic- 
I n °* *^ e Board of Trustees. Under the Board of Trustees sabbatical and 
*"“ re Ponies were in effect. A state commission was organized recently to 
notJi 3 areas education in the state. No specific recent trends or laws were 
■ ^ CCK ^*‘ n ® was ky the New England Association. No two-year college 
Wri| Clati0nS exi5te ^ at the state level. For information and help in placement, 
p e the Rhode Island Education Association, 600 Mt. Pleasant Avenue, 

Vl ence, or the Rhode Island State Department of Education, Providence. 

South Carolina 

RESPONDENT: T. L Neely, President North Crenville Junior College, 
Tigervilie 

col! South Carolina had no framework for the public junior 

e S e - The state had 9 two-year university branches and technical schools 
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doing the work of the junior colleges, and there were 6 private two-year col- 
leges. The governor had set up a commission to study all of higher education 
problems in the state. At that point it was not known when the stale would 
have public junior colleges. The 8 private two-year colleges were all under 
the control of sectarian or private boards. Since the state had no requirements 
or benefits established for junior colleges, except for those related to the uni- 
versity branches, the private institutions set their own; these factors varied 
from one school to the other. The colleges sought to have teachers with at 
least a master’s degree in the field in which they taught. 

South Dakota 

RESPONDENT: Sister M. Alicia, President, Presentation College, Aberdeen 
South Dakota had no general pattern of junior college organization; there 
were no state provisions for public two-year colleges. In 1967-68 there were 
3 private junior colleges, 2 of which had been recently founded. These schools 
were church-related, charged tuition, admitted students from accredited high 
schools, and set their own policies for faculty employment and benefits, 

Tennessee 

RESPONDENTS: E. Claude Gardner, Dean-Registrar, Frred-Hardeman Co, 
1 ienderson; W. C. Westenbergcr, President, Martin College, Pulaski 
By 1967-68, Tennessee had 7 private junior colleges and 5 public junior 
colleges. The public junior colleges were part of a group of slate-controlled 
junior colleges to be launched in the next few years. (For further information 
write Dr. Hal Ramer, Assistant Commissioner of Education ) Six of the pri- 
vately controlled junior colleges were church-related; all were coeducational 
and included boarding facilities. The State Board of Education approved 
various junior colleges for teacher preparation; accreditation was by the 
Southern Association. Tuition was charged by the institutions. Admission 
standards included high school graduation as well as certain other require- 
ments. Teachers with a bachelor’s degree could be hired, but a master's degree 
was expected. 


Texas 

RESPONDENT: Das id L Norton, Junior College Director, Coordinating Board, 

Texas College and Unis ersily System, Austin 

Texas reported 60 junior colleges operating in 1967; 15 were church- 
related, 6 were independent private colleges. 14 were public county districts, 
and 25 were public local community districts. Six more districts were being 
planned for the immediate future. Tlie state agency for two-year colleges was 
the Coordinating Board, Texas College and University System; as the name 
implies, its job was coordination of the public colleges. Regarding finance, the 
respondent noted, "Local district ad valorem tax. tuition and fees and state 
appropriations for instructional purposes based on full-time student equivalents 
based on ratio of 15 semester hours equal to one F.T.S.E. Amount appro- 
priated would be $475 for the fust 450 students and $450 on all over this 
number. Tor tuition fees, the state statute provided a maximum of $50 per 
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semester (four half months in length) and a minimum of $15 for 3 semester 
hours or less. Admission to the junior colleges was by graduation from accred- 
ited high schools along with a unit requirement; by written examination for 
18-year-old non-high-school graduates; by recommendation and approved 
abilities for those who were 21 years old; or by certain other stipulated stand- 
ards and conditions. The state did not issue teaching credentials to its college 
teachers, except for vocational-teaching fields. A master’s degree was expected 
for those teacliing in their fields of specialization; terminal program instruc- 
tors had to have satisfactory technical training, experience, and personal 
qualifications for their specific work. There was no state minimum salary law. 
Junior college salaries ranged from $4,000 to $11,000 per year. There was no 
state policy for benefits such as tenure. Retirement was under the Texas 
Teachers Retirement System. The "teacher contributed 6 percent of his salary 
U P to a maximum salary of $8,400.” A statewide study was the Governor's 
Committee on Education Beyond the High School, which culminated in the 
establishment of the Coordinating Board and placed the public junior colleges 
under its jurisdiction rather than under the Texas Education Agency. The 
Coordinating Board was charged with developing and recommending certain 
basic changes and improvements in instruction and other areas. Accrediting 
was by the State Accrediting Agency of the Association of Texas Colleges and 
Universities and by the regional agency Southern Association. Two-year col- 
fege associations were the Texas Junior College Teachers Association, the 
Texas Junior College Association, The Association of Texas Junior College 
Hoard Members and Administrators, the Texas Council of Junior College 
Presidents, and the Texas Private Junior College Foundation. For information 
and assistance, write to the Coordinating Board, Texas College and University 
System, Dr. David L. Norton, Junior College Director, Sam Houston State 
Office Building, 201 East 14th Street. Austin, Texas 78701. Although they have 
no placement office, you may secure further assistance from the Texas Junior 
College Teachers Association. 

Utah 

RESPONDENT: Merle E. Allen, Director. Utah Coordinating Council of Higher 

Education 

In 1967-68 Utah possessed 3 two-year colleges, all of which were publicly 
controlled at the state level; 2 were directed by university boards and 1 by 
the State Board of Education. Accreditation of these schools was by the North- 
west Association of Secondary and Higher Schools. Those who aspire to teach 
in one of these institutions should write directly to the colleges. 

Vermont 

RESPONDENT: Max \V. Barrows, Deputy Commissioner of Education, Stale 

Department of Education, Montpelier 

Vermont had 5 junior colleges in 1967; there were no plans for additional 
campuses: 4 of these were private and 1 was public. The Board of Trustees 
of the Vermont State Colleges controlled the public junior college, while the 
State Board of Education regulated the private junior colleges. The state made 
annual appropriations to the public institution. Tuition was charged by both 
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the public and private colleges. The admission standards were determined by 
each college. There were no teaching credentials required for college teaching; 
each college set its own standards for qualification. No salary data were given. 
Benefits and retirement information were not given. No trends or statewide 
studies were noted. Accrediting was done by the New England Association of 
Colleges and Secondary Schools, Boston. No junior college association existed, 
statewide. For placement services, write to Vermont Education Association, 5 
Baldwin Street, Montpelier. 

Virginia 

RESPONDENTS: Prince B Woodard, Director, Stale Council of Higher Educa- 
tion, Richmond 23219; and James Bradley, Coordinator for Information and 
Publications, Department of Community Colleges, Richmond 23219 
In 1966-87 Virginia had 26 two-year colleges, 15 public and 11 private. 
"The 1968 General Assembly of Virginia enacted an entirely new status which 
established a state-controlled system of comprehensive community colleges. In 
essence, this legislation provided for a network of community colleges through- 
out the state with the initial locations being those of existing two-year branches 
of four-year institutions, existing vocational-technical schools, and technical 
colleges. In other words, all of these wilt be under one umbrella, the State 
Board for Community Colleges. In the years ahead, additional sites and insti- 
tutions will be created so that a community college will be in commuting dis- 
tance for every citizen of the Commonwealth. The State Council of Higher 
Education for Virginia is the coordinating agency [or all higher education and 
the Community College Board [comes] under its general coordinating role as 
the other state institutions of higher education do." The respondent added that 
"we did not become the Department of Community Colleges until July 1, 
1906. We liave been in the process of formulating our basic standards for 
operation." A re-survey for 1968 had not been received for this publication. 

Virgin Islands 

RESPONDENT 1 Carol M. Hay. Secretary to the President, College of the 

Virgin Islands, St. Thomas 

College of the Virgin Islands, previously a two-year college, was con- 
verted to a four-year college status. 

Washington 

RESPONDENT: N. C. Richardson, Acting Director, State Board for Com- 
munity College Education, Olympia 

In 1967-68, the Washington Community College System consisted of 22 
comprehensive colleges operating under an open-door policy. Local control in 
22 community college districts resided in boards of trustees appointed by the 
governor. Stale level control was exercised by the State Board for Community 
College Education, also appointed by the governor. Funds for maintenance, 
operation, and capital support, except for tuition and fee charges, were pro- 
vided by state appropriation. Tuition for Washington residents was $50 per 
quarter and for non-residents, $150 per quarter. A maximum of $20 in fees 
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could be charged additionally. Certification, either academic or vocational, 
was required. While a master's degree was desired, certification could be on 
the basis of secondary credentials. The faculty salaries for 1967 ranged from 
$6,500 to $12,500 and averaged $9,350. Tenure was by continuing contract; 
retirement was under the State Teachers Retirement System; otber benefits 
were determined by individual district boards. Community colleges were ac- 
credited by the Northwest Association of Secondary and Higher Schools. The 
Washington Association of Community Colleges provided an institutional or- 
ganization. Appropriate certification, on the basis of established standards, 
was recommended by the community college president after employing an 
instructor. 


West Virginia 

RESPONDENTS: John F. Montgomery, President. Creenbrier College, Lewis- 
burg; and Harry G. Straley, Coordinator, State Department of Education, 
Charleston 

In 1967-68 West Virginia had 5 two-year colleges, 2 of which were public 
institutions under the Board of Governors of West Virginia University. Tire 
official state accrediting agency for West Virginia colleges was the West Vir- 
ginia Board of Education. Regional accreditation was by the North Central 
Association. The colleges charged tuition, the lowest being $212 at the two- 
year state college. Faculty at this school followed the same requirements and 
received the same general benefits of West Virginia University. Details of 
these requirements and benefits were not secured at the time of this publica- 
tion. The private colleges established their own individual requirements and 
benefits, none of which was submitted by the respondents. 

Wisconsin 

RESPONDENT: Earl S. Beard. Dean, Sheboygan County Center of the Uni- 
versity of Wisconsin, Sheboygan 

Of Wisconsin’s 22 two-year colleges, most are part of the University of 
Wisconsin Center System. With 13 centers, there were 2 private and 7 other 
public segments. The lower-division programs were essentially the same in 
the centers and in the university. Underlying the work of the university is 
the famous T Visconsin Idea, that n university is not just one place but rather 
a public instrument for the widespread production, dissemination, and applica- 
tion of knowledge." As the respondent noted in his letter. “The Center System 
as a whole is regarded as one of the four principal administrative units of the 
University, the other three being the Madison Campus, the Milwaukee 
Campor, and! Knverarfy Ex&snrxfir wsg gnnaral -and agrirotX’wsl 

sion services of the University). These tliree units are also headed by chan- 
cellors who report to the president" The latter reports to the Regents of the 
University. The respondent stated that teacher requirements and benefits co- 
incide with those prevailing throughout the university. “Each academic de- 
partment of the Center System has its own chairman, usually resident on the 
Madison Campus. The chairmen have initial responsibility for the recruitment 
of faculty and their assignment to the various two-year branch campuses." 
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Wyoming 

RESPONDENT: John W Cates, Executive Secretary, Wyoming Community 

College Commission, Laramie 

In 1967-68 Wyoming liad 6 public junior colleges, all functioning under 
the Wyoming Community College Commission. The colleges were financed as 
follows, one fourth by state, one fourth by tuition, and one half by local prop- 
erty taxes. Tuition and admission standards varied with each college. Teaching 
credentials were not issued by the state, although a master’s degree was ex- 
pected. There were no state standards in the law relating to minimum salaries 
or teaching schedules. Benefits varied with the college. Retirement was under 
the stale retirement system. Accrediting was done by the University of Wyo- 
ming for 4 schools and by the North Central Association for 2 schools. The 
institutions were under the Community College Commission. Formation of a 
professional organization for community college professional personnel was 
being attempted. For information and help on placement, write to the Univer- 
sity of Wyoming, Laramie. 
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Respondents for 
College-Faculty Survey 


A survey conducted during the fall of 1967 secured additional information 
for various chapters of this book. Twenty-three two-year colleges participated, 
1 of which was not received in time for inclusion within findings. The colleges, 
randomly selected, represent all major geographical areas and types of institu- 
tions. A total of 131 teachers returned questionnaires. 118 being received in 
time f or analysis. The questionnaire included two parts, one dealing with the 
status and evaluation of the college and another with facts related specifically 
to the instructional area in which the teacher worked. Although the supplied 
information W3S useful through the book, chief areas utilizing findings were 
Chapter Four dealing with selected instructional areas and Cliapters Nine 
and Ten dealing with faculty attitudes, opinions, problems, issues and solu- 
tions. Owing to the great amount of data and the restricted size of this book, 
original tables of data and verification had to be eliminates! Interested readers 
are advised to correspond with the authors if they wish further Information. 

Participants reported a variety of previous employment experience. Fifty* 
*** specialists (462) had been emptoyed previously in high sciuol teaching. 
21 people (1ST) in four-year coffege teaching, 19 (16?) fn CJC teaching, 12 
(102) in university teaching, and 3 (—1.02) in elementary school teaching. 
Thirty-five specialists (292) had experience in oilier occupations, chiefly voca- 
tional-technical fields, while 5 persons had come directly to CJC teaching after 
university graduation. Eighty-seven people had liad only one previous type of 
Occupational position, 20 had held two previous types of positions, 5 had held 
three, and 1 had lield four. These were not previous join but previous levels 
of teaching or types of occupational UhoT. Twenty- two of our sample were 
women, bul answer* seemed to reflect little difference* among xex, religion, 
politics, or other profile eiiaracteristics. Tlie names of participating colleges 
and teacher* follow: 
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1. Black Hawk College, Moline, Illinois. Alban E. Reid, President. 

Aitchison, Lillian; Anderson, Donald L.; Barber, Garnet; Batell, Thomas; 
Fiedler, Leigh, Fox, Gary L.; Havener, Ralph; Johnson, Erwin R.; Kienle, 
Thomas William; Moon, Ronald F.; O'Leary, Vincent C.; Stover, Marshall. 

2. Bradford Junior College. Bradford, Massachusetts. Dorothea L. Smart, 
Dean. 

Hinkle, Vernon. 

3. Broome Technical Community College, Binghamton, New York. Herbert 
L. Hurst, Dean. 

Beers, Robert B.; Ferrari, George P.; Kalbaugh, A. J.; Kapral, Jr., 
Michael, J.; Kushner, John; Roach, Lois S.; Schum, Mary E. 

4 Calhoun ( John C.) Junior College and Technical School, Decatur, Ala- 
bama. Jack E. Campbell, Dean. 

Barton, Hugo; Bishop, Sr., Jim B.; Mitchell, William L.; Stephens, 
Robert E. 

5. College of Eastern Utah, Price, Utah. Charles S. Peterson, Acting Director. 
Allred, Edith; Postma, Frank; Salvatore, Joseph. 

6. Community College of Baltimore, Maryland. Leonard S. Bowlsrey, Dean 
of Instruction. 

Bowlsbey, Blanche F.; Davies, Malcolm; DeHaven, Clarence T.; Forster, 
Louis; Hokuf, Steve M. P.; Perlman, Bennard B. 

7. Community College of Philadelphia, Pennsylvania, James A. Bichar ds. 
Dean of Instruction. 

Anderson, Edward A.; Goldwater, Daniel L.; Minnis, Jack H.; Namelak, 
Joseph S.; Robertson, R. D.; Weiss, Eleanor. 

8. Glendale Community College, Glendale, Arizona. C. B. Smith, President. 
Braasch, Vemon; Gentry, Warren; Holt. Hal; Kitts, F.; Lorenzini, August 
P.; Mikus, Andres, Squires. Carl E. 

9. Hinds Junior College, Raymond, Mississippi. Robert M. Mayo, President. 
Brooks, Jr., Frederick Lee, Denton, Katherine A.; Dyer, Reuben J.; Griffin, 
William W.j Reeves, James L.; Stewart, Lurluic; Williams, Claude. 

10 Marlin College, Pulaski, Tennessee. IF. C. Wcstcnbergcr, President. 

Bass, Harold; Burks, William; Keys, Lois; Rayburn, Willie Bay; Wilkerson, 
J. Kenneth. 

11. Afoul Community College, Kahulul, Hawaii. Donald C. Britlgmon. Provost. 
Brunish, R.; Cherednik, John Ross; Rippey, Clayton. 

12. Missouri Baptist College, Hannlbal-La Grange, Missouri Larry L. Howard, 
Dean. 

Ayer, Ronald F.; Bates, Edwin; Dierker, William W.; Doerr, Beulah; 
Groves, Florence, McClellan, V. Eugene; Mitchell, Mary M.; Pope, Ken- 
neth II ; Schoonover, Charlotte; Woods, Noel A. 

13. Oalfand Community College, Bloomfield Hills, Michigan. John E. Tirrell, 
President. 

Anderson, Roland A.; Bradner, James; Davenport, John A.; Dotseth, 
James II.; Ellert, Ernest E.; Greenberg, Dan; Shuert, Keith; Wough- 
ter, G. L. 
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14. Ricks College , Rexburg, Idaho 

Biddulph, Lowell G.; Davenport, Lynn H.; Dixon, Cordon A.; Forsyth, 
Marion G.; Partridge, Alden; Pearson, L. C.; Ricks, Norman E. 

15. Roger Williams College, Providence, Rhode Island. J. Harold Way, Dean. 
Finger, Mary; Hathaway, Carol Joyce; Jungwirth, Charles; Williams, 
Sue K. 

16. Rosxcell Branch, East New Mexico University (formerly Roswell Com- 
munity College), Rostcell, New Mexico. Dale T. Traylor, Dean. 

Leonard, Charles; Reeves, Larry T.; Smith, John E. 

17. Shanandoah College, Wincheter, Virginia. Kenneth Kyre, Dean. 

Barbour, Robert S.; Brown, Rector S.; Clarke, P. W.; Pugh, Walter L.; 
Shrader, Charles W.; Souders, Bruce C.; Stein, Maurice H. 

18. Southern Technical Institute , Marietta, Georgia. Hoyt L. McClure, Di- 
rector. 

Arntson, C. A.; Holladay, C. T.; Lawson, Ceorge; Orvold, C. R. 

19. Southwestern Oregon Community College, Coos Bay, Oregon. John Rulif- 
son. Dean of Instruction. 

Hall H. A.; Leuck, Frank; Piencey, James P.; Sorensen, Hagbarth; Swear- 
ingen. Jack. 

20. St. Mary’s Junior College, Minneapolis, Minnesota. Sister Anne Joachim, 
C.S.J., President. 

Claesgens, Roger F.; Kennedy, Margaret Mary; McCann, Lester J.; Min- 
ton, John; Wyman, Eva. 

21. Union College, Cranford, New Jersey. Kenneth C. MacKey, President. 
Boly, R,; Keen, Arnold J.; Swackhamer, Farris S.; Zimite, Ceorge P. 

22. i/rcicersity College, Raymond Walters Branch, University of Cincinnati, 
Ohio. Hilmar C. Krueger, Dean. 

Baughin, Wi lliam A.; Bright, Don; Comes, Audrey S.; Osborne, Helen B.; 
Pathe, Amy; Siegrist, Albert R. 


Note: Not received in time for the survey: Carton College, Dallas, North Carolina; 
Ball, Jr., Ceorge A.; Brooks, Peter D ; Hashing, A. Brace, Eckard. Miles L.; Mc- 
Cartney, Thomas C.; Merritt, John C. 
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of times each area appears. Try to discover reasons behind the 
choice of some areas rather than others. 

2. Prepare a list of statements or checklist items in respect to one or 
more of the areas discussed in this chapter and mail these t<j appro- 
priate teachers in selected colleges. For instance, ask art instructors 
about problems or benefits in their fields. Findings might he useful 
to administrators as well as art teachers themselves. 

3. Basing jour analysis on college bulletins, compare and contrast the 
offerings in jour field as they are described in a CJC and a senior 
institution. What courses are you unlikely to teach in lower division? 


Chapter Fivei Academic Duties and Functions 
Discussion Questions 

1. How do you think a course outline should he developed? What 
should it contain? How does it aid the teacher? Should outlines he 
different from one level to another? 

2. What are some important criteria for textbook selection? Who should 
he responsible for the final selection? Why? 

3. What effects can the adoption of a controversial text have on the 
instructor and the college? What docs the instructor do when faced 
with community reaction to one of his book selections? (Sec guide- 
hues provided by the A.A.U.P, and the American Library Associa- 
tion.) 

4. Can attendance accounting be Justified at the CJC level? How can 
the job be handled to save lime? 

5. What system of grading would you like to use as a teacher? Justify 
your system in respect to other systems. 
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Chapter Six; Professional Duties and Functions 

Discussion Questions 

1. What is the possible difference between so-called mandatory and 
obligatory duties? Which duties might be placed in each area of 
concern? 

2. How must a teacher prepare for a college committee meeting? 
What role should he take during the meeting? What factors seem 
to diminish the effectiveness of a committee meeting? What are the 
advantages and disadvantages to committee rather than individual 
decisions and recommendations? 

3. Do you think in-service institutes or workshops can be beneficial to 
the teacher? In what ways? What subjects should be considered in 
these meetings? 

4. What should be the relationship of a club adviser to the campus 
club and its members? What problems could develop from poor ad- 
vising? How should dub advisers be selected? For how long a term 
should they serve? 

5. Discuss possible problems in night teaching and outside employ- 
ment. 

Research Problems 

1. Research several existing CJC policies for professional duties and 
functions. Discover how they are alike and how they differ. Make 
some recommendations. 

2. Study some of the more notable in-service training programs that 
exist among publicized junior colleges. Determine how combined 
findings might be useful to new colleges setting up their own pro- 
grams. 

3. Conduct a survey of at least 100 club members in at least ten dif- 
ferent junior colleges to find what they perceive the role of the 
faculty adviser to be; ask them if their present advisers measure up 
to this role and to what degree. You might also ask the advisers to 
evaluate themselves and the dub members. Knowing the college pol- 
icies on club sponsorship would help. 

4. Interview teachers engaged in outside employment; describe the 
problems they face and how they resolve them. Show what colleges 
might do to eliminate the need for outside work. 

5. Determine the institutional support for professional activities. Sliould 
support include travel, room, board, provision of a substitute? How 
far away, for how long, and for what purposes are also elements to 
consider. 

Chapters Seven and Eight: The Art of Junior College Instruction: 

* nuosophy and Application 
Discussion Questions 

1. How do the art and science of CJC teaching differ? In what ways 
does the art of teaching differ from level to level? 
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2. What are the essentials in the communication process employed 
in the classroom? Which is most important— content, organization, or 
delivery? Or are they of equal value? 

3. Describe your philosophy of teaching at this time. Do you think 
your beliefs will change with added experience? Why? 

4. Show how a teacher can benefit from having knowledge and insight 
into the psychology of learning. Which psychological approaches are 
best for a variety of CJC students? 

5. What are some potential strengths and weaknesses in lecture 
method? In innovation of method? In student evaluation of teachers 
and courses? In administrative evaluation? 

Research Problems 

1. Conduct a statistical study of the improvement rates of students fol- 
lowing various methods of teaching. Use control groups and their test 
reports. Analyze to determine success with each method studied. 

2. Secure from various junior colleges copies of evaluative instruments 
used to gauge effective teachers and teaching. By comparison, de- 
termine the degree of values placed upon the various criteria. 

3. Study the lives of several 'great" teachers of die past in order to 
find similarities and uniquenesses. Provide some general conclusions 
that might help new teachers solve their own teaching problems. 

4. Provide a summary report on how various authors define the art of 
teaching. Or you might give a report on one book, such as Gilbert 
Ilighet’s Art of Teaching. 

5. Analyze the strengths and weaknesses of the department head, the 
dean of instruction, and the president as evaluators of teaching 
effectiveness. 

Chapter Nines Faculty Opinions and Attitudes 
Discussion Questions 

1. According to the college-faculty survey reported in this chapter, 
how well do faculty like CJC teaching? Do you think the same re- 
sults might be found in a similar survey of teaching at other levels? 

2. Discuss what the faculty like best and what they like least about 
the two-year college. To what extent do you fee) these opinions are 
representative of ali two-year college faculty opinions? 

3. Which institutional aspects are rated high by the faculty in this sur- 
vey? Which are rated low? Discuss the possible reasons for differences 
among faculty ratings of this sort. 

4. Determine your own opinions and attitudes about the CJC. Do your 
feelings differ much from the experienced respondents in this 
survey? 

5. What are some administrative and supervisory views and policies? 
How much supervision should there be in the CJC? 

Research Problems 

1. Select a CJC in your immediate area and design your own survey 
to determine faculty feelings. See if findings correlate with our 
survey or others. 
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2. Make a study of administrative opinions and attitudes and compare 
with other surveys. 

3. Find out what influences opinions about the CJC. Show how opin- 
ions might be controlled to best advantage. 

4. Study various institutional changes in policies, programs, or proce- 
dures, and discover the effect of these changes upon CJC personnel. 
Did faculty have a voice in these changes? 

5. Compare different definitions of academic freedom as found in the 
literature. Establish an “ideal” definition and then see how a sample 
of educators regard it 

Chapter Ten: Issues, Problems, and Solutions 
Discussion Questions 

1. What is significant in the fact that “teaching procedures, standards, 
and attitudes" rank highest as a problem area in this chapter? If the 
CJC specializes in the art of teaching, why should the greatest prob- 
lems exist in this area? 

2. As a beginning CJC teacher, how would you rank the ten problem 
areas? Why? 

3. Comment on the solutions offered by the respondents. Can >ou 
thing of more valid solutions? 

4. Discuss the relative value of money and time as solutions to all 
problems listed. Is it not possible that a simple meeting of minds 
might solve almost any problem in the CJC? 

5. Is there any difference between an issue and a problem? If so, 
which of the described items tend to be issues and which tend to be 
problems? 

Research Problems 

1. List and describe the ten issue or problem areas for a group of CJC 
faculty or administrators and have them rank the items according to 
degree of significance. Provide conclusions. 

2. Prepare an in-depth study of morale in one or several colleges. Look 
for causes and effects and provide a condition ideal for alL 

3. Study the sources of finance for a college. Offer suggestions or pos- 
sible solutions to the money problem. 

4. Find examples of trends among the colleges. Show how trends affect 
issues, problems, and solutions. Suggest what new trends would be 
helpful. 

5. Study the influences of professional associations, such as the Ameri- 
can Association of Junior Colleges. Describe how these associations 
help in solving CJC problems and in improving the image and 
status of these institutions. 
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